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FROM THE EDITOR ...
For the past ten to fifteen years , many cries for
fundamental changes in education have been
heard . State and federa l agencies have asked
schools for greater accountability. In response ,
numerous notebooks filled with school improvement
plans, quality reviews, and quality indicators were
prepared. Accrediting agencies have asked institu tions of higher education to correct program weaknesses. In response , colleges and universities
revised course offerings and updated their knowledge base . Data on mu ltiple intelligences led
administrators to ask that students be evaluated differently. In response , teachers implemented alternative assessment. Average and below average
scores on achievement tests led administrators to
ask that students be taught differently. In response,
teachers incorporated thematic studies , literaturebased instruction , and team teaching approaches.
For fifteen years , research has emphasized the
need for a change in leadership - a paradigm sh ift.
In response, .... ?
It is clear that our educational system attempts
to respond to any and/or all criticisms in some way,
shape , or form . Without doubt, all schools in the
nation must be commended for their commitment to
meeting certain decrees. The agenda for any con certed effort in the field of leadership, however,
appears to be strikingly bare. What, someone may
exclaim , there IS leadership ... look at everything
that has been done! True , much in the area of
school restructuring has , indeed , been accomplished. Yet, it is interesting to note that mandates
for improvement were (and continue to be) hierarchical in nature. Further, the task of finding resolutions to problems was (and continues to be) directed from "above ." Moreover, the labor involved in
developing future plans, was (and continues to be)
overseen by those "higher-up." It is doubtful that this
script reflects a genuine response to calls for
changes in leadership. It is quite obvious , however,
that these "responses" are a perpetuation of the status quo. All of the long hours, countless tears, and
volumes of paperwork are a monument to the traditional school organization and mirror the "pecking
order" perceptions of leadership. How does this orientation meld with the prevailing emphases on
teacher empowerment, site-based management,
and transactional leadership?
We cannot begin to think about genuinely
restructuring our schools without examining the key
issue of leadership, as well as related concepts of
power and authority. Historically, educational set2

tings have reflected a "top-down" organizational pattern . Within the school entity, there exists a hierarchical configuration - a pecking order. In such an
environment, the principal /administrator (boss)
leads, the teachers (workers) fo llow and the students (products) follow the followe rs. Beyond school
grounds , broader pastures offer similar structural
vignettes. There , "top guns" steer the bosses who,
in turn , command the lower echelon. Beyond these
small spheres, the "high brass" issues directives
and "suggestions" to those below. And so it continues - from top to bottom.
Unfortunately, today's world no longer resembles the once dominant industrial society where
"pecking orders " ruled man and machine , both
inside and outside of the factory. In The Seven
Habits of Highly Effective People , Steven Covey
remarks that " . .. the market is changing so rapidly
that many products and services that successfully
met consumer tastes and needs a few years ago
are obsolete today. " No longer are we a society
bound to a 9-5 workday. No longer do we blindly
accept the past as "truth", but rather, reexamine and
redefine our role in the world . No longer do we
merely regurgitate knowledge , but rather, inquire ,
explore, and ultimately, construct new knowledge of
our own. No longer do we acquiesce to "correct
answers," but rather, seek different interpretations
and solutions. While we are still a nation in infancy
(in comparison to other countries) , we have matured
considerably from the time that a one-room schoolhouse served the needs of an entire community. As
a society, we have grown in the areas of public relations, economics , world affairs , communications ,
and a host of others. And, we are continuing to
evolve. Despite the fact that we seem no longer to
be tied to trappings of the past, our growth and evolution with respect to leadership appears to be stagnant. We obviously have not changed the power,
authority, or leadership structure in our educational
systems.
If we truly seek to restructure leadership , we
must reassess our interpretation of the term and
reevaluate the connotations attached to titles (principal , state board president, dean , etc.) that allude
to leadership roles. We also need to rethink our
understanding of power and authority. We need to
broaden the parameters of power and authority. We
need to reduce the influence of the ivory tower. We
need to involve ALL persons in leadership, not only
a select few. Across the board, we need a paradigm
shift.

If education is to more effectively meet the
needs of today's populace and if governance is to
be more efficient, "leadership must constantly monitor change and provide the force necessary to organize resources in the right direction ," stresses
Covey. According to Boyer, leadership is that
stronghold, that marvelous glue , that magnificent
communication that brings diverse individuals
together into a "community of learners. " There ,
Boyer contends, leadership takes on many roles teachers guide students and, at the same time, create professional growth opportunities; parents lead
administrators and teachers and, at the same time ,
participate in self-renewal ; principals inspire teachers and, at the same time , develop and partake in
instructional activities.
Shulman sees leadership in all educators for he
believes that reflective teaching is power, authority,
and leadership put together in powerful , yet subtle
ways . Conventional organizational school structures, Darling-Hammond asserts, are impediments
to leadership potential , integrity, and effectiveness.
She suggests a rethinking of jobs, titles, positions,
and responsibilities.
Glasser, like Boyer, believes in the power of the
human being to go beyond the expected or the
anticipated. All human beings, he states, have certain needs ; in seeking to meet those needs, persons can only control and be responsible for their
own behavior. Organizational structures in education , Glasser claims, are detrimental to meeting individual needs for they are fraught with power, authority, and leadership barriers. Two interpretations of
leadership are offered by Deming : "boss-management" which requires stratification and "lead-management" which encourages people to greater commitment in meeting their responsibilities. Dem ing
unequivocally agrees with Glasser that "boss-management" prevails in the United States.
Today, our instructional climates are responding
to invariably different challenges . Our communication networks and technological tools are accelerating at rates we cannot even comprehend. Our student population is becoming exceptionally diverse.
But our organizational climate has not changed;
power has remained as a constant , authority has
been vested in power, and leadership has incorporated into the hierarchical power-authority mode.
What can be done?
Clearly, new definitions and patterns of leadership must materialize. Whether it be students ,
teachers , parents , community and business leaders, administrators, or industry representatives , we
need to find different ways to encourage dialogue
between "old bosses" and their subordinates. Just

as children are enabled and expected to grow and
flourish , so should teachers and others. We must
investigate methods that enhance leadership opportunities for those not on the "pecking order." Just as
different children with different abilities are expected
to succeed and achieve, so should those waiting to
be placed on the "pecking " ladder. We must redefine the relationship between administration and
teaching, and eliminate the labels that separate one
group from another. Just as teachers are anticipated to be facilitators of pupils' growth , so should principals and administrators be facilitators of teachers'
professional development.
Our technologically advanced world is sending a
strong and clear message: wealth and power are
not really important, but the knowledge to access,
generate, and disseminate information is THE most
important commodity. Schools can no longer claim
that a foundation in social science or liberal arts,
along with a focus on Latin, is the essence of education . Schools can no longer claim that a literate
society, equipped with rudimentary skills for the
workplace , is the sublime culmination of education.
Schools can no longer claim that certain courses
and certification procedures are the backbone of
education. Schools need to rise to the challenge of
a different type of leadership. Today, we need leadership from everyone in the education process of
our children , our youth , our workforce, and our
senior citizens so that knowledge can be transcended from the classroom to the world beyond. We
CAN restructure schooling and organizational patterns in education if we establish quality schools
which de -emphasize hierarchical structures and
afford opportunities for a "community of learners" to
fully participate as leaders in the task of educating
all of our citizens.
As for the best leaders, the people do not
notice their existence.
The next best, the people honour
and praise.
The next, the people fear,
and the next, the people hate.
When the best leader's work is done,
the people say, 'we did it ourselves!'

- Lao-Tzu
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In This Issue ...
The focus of this issue - instructional leadership contributes to the wealth of research on different perspectives of leadership and renders diverse recommendations as to the most effective and efficient ways
that leadership can be promoted . The lead article by
James C. Moses, "Development of Leadership Roles
in the Public Schools in America - A Guide for
Restructuring Schools for the Twenty-First Century,"
provides us with a rich historical overview of leadership roles, their conception, development, and actualization. Moses first examines Colonial history and the
Revolutionary Period. Next, he investigates the common schools of the nineteenth century, the impact of
the Industrial Revolution , and the twentieth century's
cult of efficiency. He then addresses the current scene
and explores prospects for the future. Myron L. Trang ,
in "Transformational Relationships : A Prescription for
Educational Leadership," utilizes a military metaphor
to analyze leadership factors that affect the development of quality , professional relationships between
leaders and staff. Amidst all of the dynamics involved
in leadership and stewardship , Trang suggests an
approach to fostering conditions that inspire confidence, responsibility , and commitment to a common
cause . Next, Martin Jacobs, in "Teacher Empowerment: The Development of a Plan of Action, " furnishes
both a synopsis of the current knowledge base as it
relates to governance issues and effective change
efforts and an action plan designed to assist teachers

through the intricate processes of school restructuring .
The following article, "Basic Principles of Total Quality
Management for Your School System," by William B.
Thiel and William S. Thiel , examines the application of
total quality management principles as they relate to
educational settings. The authors highly recommend
that attention needs to be directed to "outcome quality"
through strategic planning .
Aspects of leadership are also addressed by
William L. Phillips who proposes that a constructivist
approach to education would better meet the needs of
today's society. In "Electronic Connections: An Opportunity for a Pedagogical Shift," Phillips asserts that the
traditional, didactic, teacher-centered arena be transformed to reflect an integrated student -centered
model. Mary C. Clement then discusses the first year
of teaching in "What We 're Learning From Beginning
Teacher Programs" and stresses that induction programs provide necessary support. In the following article, "Scaffolding for Student Teachers Via thematic
Instruction," Elizabeth A. Rudenga and Bette S. Bergeron offer suggestions to teacher education interns in
terms of integrating curricula and using thematic
instruction . The authors present case studies of two
student teachers and explore collaborative endeavors
of the students and their cooperating teachers. In closing , William J. Gallagher, in the article, "A New Order
for the 21st Century: The Principle Basics of Instruction and Curriculum, " analyzes the linearity of Ralph
Tyler's "curriculum and instruction" concept and recommends that educators theorize about instruction
before they worry about outcomes.

PDS Network In Action!
PDS Network administrators discuss future goals and objectives during a PDS retreat held in Allerton Park,
Monticello, IL. More than fifty individuals attended the day-long event.
Teachers and administrators from
Decatur, Danville, Centralia, Champaign, Charleston, and Effingham
joined Eastern Illinois University faculty in designing educational activities.
The PDS Network, in collaboration with
Eastern Illinois University, recently
received funding for two Goals 2000 Educate America Act grants. Over
$130,000 will be directed toward
improving professional development
and preservice teacher education.
Veronica P. Stephen and Brian Carey,
along with input from each of the six
PDS school districts, authored the two
grants.
Left to Right: Shirley Shaw (Decatur), Debbie Bandy (Decatur), Clara
Rouse (Centralia).
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Professional Development Schools
At Eastern
Editor's Note: The following section highlights the PDS
Network, a consortium of six school districts in east
central Illinois working in collaboration with Eastern Illinois University to establish professional development

schools. This section is dedicated to guest features
submitted by individuals involved with the PDS movement at Eastern Illinois University.

Technological Relationships: Teachers,
K-12 Students, Preservice Educators,
and University Faculty
Judy Barford, Assistant Professor
Elementary and Junior High Education
How exciting it is to be part of EIU's College of Education and Professional Studies' professional development schools movement! And, how thrilling it is to be
an educational partner in the PDS Network via technology!!!
In the spring of 1995, I heard that the PDS initiative
was not only a dream , but rather, a genuine prospect
headed toward shaping a new generation of teachers,
teacher education programs, and schools of education. I learned that "PDS" was not a mere idea, but a
reality. The collaborative partnership established by
EIU 's CEPS and six school districts in east central Illinois is now known as the PDS Network, and I am
ecstatic to be an active participant in this venture!
During the past semester, several collaborative
endeavors related to technology have been implemented and continue to grow. In the fall of 1995, PDS
teacher Lou Conwell (Carl Sandburg School,
Charleston, IL) forwarded her class list to me at EIU.
My ELE2022 (Microcomputers in Elementary and
Junior High Schools) then signed up to correspond
with Conwell's 4th graders via email. Easily working
around the fact that the wiring was not yet in place for
their classroom , Mrs. Conwell's thirty-one 4th graders
received and replied to the electronic messages sent
by preservice teachers in my section of ELE2022. In
order to further explore the power of technology, the
4th grade students each faxed a computerized and
custom-designed Thanksgiving greeting to their
ELE2022 correspondents at EIU .
After Thanksgiving, the 4th graders met their EIU
correspondents in person at Coleman Hall Auditorium,
located on the Eastern Illinois University campus. The
project of the meeting involved the question of the
world's most important invention. Computers??? Each
child was provided with a summary of an invention
that brought about social change. In pairs, EIU students coached the making of a poster depicting the
invention. Finally, all 31 fourth graders lined up in the

chronological order of the invention they had studied.
It was a delight to be in the audience!
This semester, the 4th graders are corresponding
with a new set of ELE2022 preservice students. All will
research a hero, giving biographical information , but
not the name. The correspondent receiving the clues
must identify the model personality. During this spring
semester, we will get together again to enjoy a faceto-face meeting, independent of the very serviceable
wires!
My students have also been involved with the
Decatur school district. Last fall, I accompanied several other EIU faculty members to view the state-of-theart technology labs in Decatur. The project goal was to
establish email dialogue between EIU education methods teachers and classes and District 61 teachers.
With the support and guidance of B. A. Buttz, Director
of Schools/Instruction and Dr. Nancy Curran, Coordinator of Instructional Materials, EIU faculty were
paired with certain Decatur teachers to begin conversations via email. My cohort is Anne Lindemeier.
Anne at Muffley is our window into a classroom and
our contact with a teacher who wants to welcome the
50 ELE2022 EIU students to the teaching profession
and to opportunities with technology. As a means
of introduction, Anne wrote a letter that has been
forwarded to all of the EIU students' accounts. She
writes .. .
Dear Computer Students/Future Educators:
My name is Anne Lindemeier. I am presently teaching Kindergarten at E. J. Muffley Elementary School in
Decatur. My original roots are in Minnesota. However,
I spent most of the schooling years in Decatur. I
obtained my teaching certificate from the University of
Illinois. Go Illini! I love orange and blue!
My teaching career began at Muffley in third grade.
I have also taught second and a 213 split class.
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Kindergarten has been my favorite , although each
grade level is unique in its own way. I have been
teaching for eight years and I am still learning every
day.
Classroom information: I have twenty-one students
in my class. Twelve are boys and nine are girls. For
the most part, my class is well-behaved. I do not have
to spend a lot of time on discipline. Thank goodness!
The class is very talkative, but that goes with the job!
Of the twenty-one students, eight receive Title One
services for extra help. Each and every student offers
me great joy and great challenges!
My curriculum is based on a Whole Language program. I incorporate all subjects into one theme. This
gives the students continuity and excitement in learning. I also use ideas from the Success in Reading program when teaching the alphabet letters and sounds.
We also have a separate math, science, social studies, and art series. A lot to get done in one school
year! Whew!
I am presently putting together a unit on Canada for
our school's "Around the World" theme. My collections
so far have been from teacher supply stores. I have
purchased some geography lesson books. One is specially designed for Kindergarten. The others will have
to be geared down. Do you have any other ideas of
how to collect info on Canada? Maybe write to some

provinces for maps, brochures, etc.? Possibly find
some info on the Internet?
Here 's a scenario I am struggling with: I have a student who has difficulty keeping on task and completing
assignments in the afternoon. The mornings go fairly
well. He is a slow learner, but can keep up with the
class in the morning. Half-day kindergarten is not an
option. Any suggestions as to how to motivate him in
the afternoon?
I hope that everything gets set up in your computer
lab. I can be frustrating just waiting around. Talk to you
soon!
Anne
This letter opened EIU students' eyes to the world
of the "real" classroom . It also stimulated thinking
about the power of email. We are currently strategizing
about how to send resources to Anne for her Canada
unit on-line . In addition , her letter provided a situation
for preservice teachers to examine, reflect upon, and
offer comments. Recently , I have been able to put
Anne in touch with Dr. Peter Andrews in the math
department who is a native Canadian - all via email!
Clearly, the use of technology has no end in sight!

Eastern Illinois University and Decatur School District faculty brainstorm ideas and design plans for dialogue via email during a recent visit to Decatur's state-of-the-art technology labs. Decatur is one of six
school districts in the PDS Network, a consortium of districts working in collaboration with Eastern Illinois
University to implement professional development schools. Back: Henry Taitt (EIU), B. A. Buttz (Decatur),
Cindy Reynolds (Decatur). Front: Gail Lockart (EIU), Nancy Curran (Decatur), Judy Barford (EIU).
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The Stockman Institute: Update
William C. Hine, Dean
School of Adult and Continuing Education
Note: This is the second in a series of articles by
William C. Hine on the Stockman Institute.

The second annual conference of The Stockman
Institute was held October 27, 1995 at the Worthington
Inn in Charleston , Illinois. The topic of the conference
was "Agenda for a Contemporary Education. " Mr.
Lewis Crane , chairperson of the Stockman Institute
Board of Directors, set the tone:
"During his highly successful tenure at this
University, Dr. Stockman's mission of excellence
and education was an inspiration to those with
whom he worked . His mission is now the mission
of his former students and associates. Consequently, this conference is offered as a vehicle
for studying , analyzing , and providing solutions to
the educational problems of today."
The Stockman Institute, located in the College of
Education and Professional Studies and supported by
the School of Adult and Continuing Education , is
designed to address current educational problems ,
with a special focus on the cooperative efforts of education institutions, K-12 and higher education , and a
wide variety of community organizations in order to
make our schools better and more productive elements of our society.
The conference theme , "Partnerships ," is extremely
important to the development of the Stockman Institute
agenda. Dr. Kenneth E. Howey, Professor of Education at The Ohio State University, Columbus , Ohio ,
was the luncheon speaker. Dr. Howey, a nationally
known expert in the field of K-12 education , is serving
as a consultant to the Stockman Institute, the College
of Education and Professional Studies, and the School
of Adult and Continuing Education in helping to develop a W. K. Kellogg Foundation major grant proposal
for Eastern Illinois University. A previously awarded W.
K. Kellogg mini grant has underwritten the development of this proposal. Scheduled to be submitted by
Elizabeth J. Hitch , Dean , College of Education and
Professional Studies , and William C. Hine , Dean ,
School of Adult and Continu ing Education , in the
spring of 1996, the proposal is entitled "Eastern Illinois
University in Partnership to Create a New Regional K16 Infrastructure."
Two main sessions held in the afternoon focused on

different types of partnerships . Chaired by Dr. John
McNary, Regional Superintendent of Schools , "Partnerships in Technology" was presented by Dr. Pat
Fewell , College of Education and Professional Studies ,
and Dr. William Gibbs , Media Services , Eastern Illinois
University. Demonstrations in the latest, state-of-theart technologies in the classroom were given by Mr.
Tim McCollum, Charleston Junior High School , and Dr.
Michael Leyden , College of Education and Professional Studies. The second session was entitled "Partnerships in the Community : A Panel Discussion ." A number of experts representing different community organizations convened as a panel to discuss personal
views and their organization's perspectives regarding
issues facing contemporary education . Dr . Judith
lvarie, College of Education and Professional Studies,
served as panel moderator. Participants included : Mr.
Herbert Alexander, Supervisor, United Samaritans '
Med ical Center; the Honorable Gary W. Jacobs, Circuit Judge of Coles County, Illinois; Ms. Patty Murphy
PTO President and teacher in the Charleston schools ;
Ms . Sara Preston , President of Boatman 's Bank ,
Charleston , Illinois; Mr. Jimmy Stewart, Executive Vice
President, Sarah Bush Lincoln Health Center, Mattoon , Illinois ; and Ms. Patrice Stratton , School Board
Member, Charleston schools.
A presentation by Ms. Diana Robinson , Assistant
State Superintendent of Schools in the State of Illinois
followed the sessions on partnerships. She spoke of
current issues in K-12 education from the Illinois State
Board of Education 's perspective. Closing remarks
were made by Dr. Calvin Stockman , son of Dr. Verne
Stockman. The conference was underwritten by various agencies ; from Eastern Illinois University - the
College of Education and Professional Studies, Eastern Illinois Foundation , the School of Adult and Continuing Education , and the Stockman Institute - and from
the Community - Charleston Community Unit School
District #1 , Illinois Consolidated Telephone Company,
the W. K. Kellogg Foundation , and the Regional Office
of Education .
A meeting of the Stockman Institute Board will be
held on April 29, 1996 to develop plans for the Stockman Institute Third Annual Conference scheduled for
October and to discuss other activities which involve
the Stockman Institute. For more information about the
Stockman Institute, contact Dean William C. Hine.
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Development of Leadership Roles In
The Public Schools In America - A
Guide For Restructuring Schools
For The Twenty-First Century
James C. Moses

James C. Moses is an
Associate Professor in the
Education Department of
Lewis University, Romeoville,
Illinois. He teaches social, historical , and multicultural foun-

dations courses for future
teachers , as well as school
law and school finance courses for future principals . Dr .
Moses ' research interest lies
in the development of images,
roles, and status of leadership
in the common schools of the
future. He has served as Chair
of the Education Department
and as Director of Graduate
Programs in Education at
Lewis University since 1989.
Prior to coming to Lewis , he
taught at Loyola University,
Roosevelt University, Baral
College , National College of
Education , and Northeastern
Illinois University. He began
his educational career as a
high school English teacher
and also served in the Catholic
school system in northern Illinois as principal and superintendent.

For the past ten or fifteen years , school reform
reports have been recommending a "restructuring" of
public education in America. Proposals for more or
less radical changes in public schools have included
calls for new and different kinds of leadership for the
newly reorganized institutions. In some areas, experiments have been attempted in reformed leadership
modalities such as "site based management," "total
quality management," or "teacher empowerment. "
There are lingering doubts, however, about the permanent value of these innovations, doubts and reservations that arise from two main concerns: first, that the
new structures are brought over from business models
with no appropriate adaptation to the educational
ambiance, and second, that the changes are too radical a departure from the mainstream of our educational history.
It is this second question that is addressed in this
es~ay. What exactly are the models of leadership
which have emerged to serve the public schools in the
various stages of their development? And , having
looked at the historical record, can we extrapolate from
our leadership traditions a vision of what we need for
the future. I will attempt to demonstrate that the American traditions of leadership in the public schools house
a rich mosaic of valuable role variations, which provide
8

a fascinating arena for study and research . But the
crucial question remains whether the traditions contain
the necessary elements to repackage an effective role
definition for leadership of the common schools for the
next century. Society , it would seem , has not yet
agreed on the essential role of the common school in
the nineteen-nineties, let alone the twenty-first century.
thus, predictions about component leadership roles in
the future are fraught with dangers. What I will attempt
to do is to elucidate the development of the role models of leadership to the present situation; then offer
some leads about where the discussion could go with
regard to leadership role developments for the future.
COLONIAL PERIOD

Immigrants from Europe who populated the Eastern
seaboard in the seventeenth and eighteenth centuries
brought with them the models of schooling and school
leadership which they inherited from their home countries. Those traditions, from the Mediaeval Period, the
Renaissance , and the Reformation placed the responsibility for education on the shoulders of the Church.
The major goals of education, developed by Luther
and Melanchton, were religious instruction and literacy. And although the Pilgrims and other groups came
to America for religious freedom, they were not anxious to tolerate much diversity of belief in their new
homes. The transmission of true doctrine to the next
generation was the major educational goal, and early
legislation such as the "Old Deluder Satan Act"
expressed the religious value orientation .
The Church fulfilled leadership roles in several
ways. In Massachusetts, for example, which was considered a theocracy, clergy were cast in the dual role
of spiritual and political leadership. As the boards of
selectmen developed to supervise the schools, the
clergy dominated the membership, and teachers for
the schools were often seminary students working to
save money for a university education. On occasion
the Church formalized arrangements with other "stakeholders" in education. In New Netherlands the Dutch
Reformed Church dictated the curriculum of the
schools, the Colonial Governor certified the teachers
and the Dutch West India Company financed th~
schools - in what appears to be the first business
school partnership, with the Church naturally as third
party.
In a structural functional description of colonial edu-

cational leadership , we might say that the clergy
brought with them very high status, and that they used
that clout to achieve the aims of religious conformity,
economic prosperity, and an orderly society. Educational leadership at the building level and the legislative level was thus in the hands of high-status, effective churchmen . The downside is that on occasion
teacher hiring practices wound up placing people in
the classroom who were "heavy handed bigots" known
more for their religious orthodoxy than for their teaching prowess (Gutek, 1991 ).
REVOLUTIONARY PERIOD
In the middle of the eighteenth century , religious
America received a strong dose of secularism in the
ideas of the Enlightenment brought to America by
Thomas Jefferson and other American "philosophes."
The spiritual base was now challenged by thoughts
and proposals of the reformers , especially Jean
Jacques Rousseau , who declaimed against the conformity of the relig ious schools and called for child freedom. The Enlightenment call for freedom resonated in
America where the colonists sought to rid themselves
of the dominance of King George and Parliament.
Because of the revolutionary times , Americans were
more interested in Rousseau 's Social Contract than in
his Emile.
Benjamin Franklin , Jefferson, and other revolution ary thinkers proposed a revolution in education to parallel the violent revolution against the British lion. Educational leadership, in the view of these writers, was to
be an agency of change . The schools were to be
redesigned on a somewhat egalitarian basis (Jefferson , 1779) in order to prevent the return of monarchy
or some worse form of autocracy. The curriculum of
the schools was to be redesigned on an utilitarian
basis (Franklin , 1746) in order to promote economic
mobility for the individual and to stimulate scientific
and technological advances for the conquest of the
continent. Jefferson and Madison attempted to persuade William and Mary college to alter its religious
curriculum and adopt a scientifically based core - and
when these arguments failed , they transferred their
energies to creating a new secular brand of higher
education , the University of Virginia.
In a structural functional analysis, the revolutionaries may be said to have challenged the foundations of
the previous religious dominance in education. Their
view of educational leadership was heavily political the school leader was one of a cadre of leaders whose
sacred trust included the inculcation of civic virtues
into the young and the development of ethical (that is ,
republican) leadership for the future of the new nation.
Most Americans of the eighteenth century could not
see the difference between the deism of the
philosophes and blatant atheism. Thus , while they
esteemed Jefferson and exploited his talents in a variety of government roles , they would not surrender the
schools to suspected atheists and they retained their
loyalty to the model of religious education inherited
from the colonial period . American accepted the "civil
religion " preached by the Enlightenment, not however

as a replacement for traditional doctrine , but as an
enhancement. The new strand in the American character became entwined with , but not synthesized with ,
the older spiritual tradition. But the seed had been
planted for a system of non-denominational schools,
and the post-revolutionary generation had the opportu nity to implement the idea.
THE COMMON SCHOOLS
In the first half of the nineteenth century the climate
was finally ripe for the implementation of the proposals
of Jefferson and Franklin for a secular, civic, utilitarian
education offered to the citizenry at large. A host of
social and political movements created the receptive
climate, one of which was the successful exploration of
the West by Lewis and Clark, 1804-1806. The result of
this and other discoveries enhanced Americans' consciousness of the vast possibilities for economic development and expansion on this continent. Robert Owen
and William Maclure brought a new business education partnership to the banks of the Wabash River at
New Harmony, with a view to develop the vast
resources of the frontier. Joseph Lancaster developed
a system for mass education in his "Monitorial
Schools." Horace Mann, Henry Bar.nard , and the common school proponents successfully designed and
implemented a system of education to pursue the
goals of the revolutionaries .
Mann and his contemporaries managed the compromise between the traditional religious emphasis in
schools and the demands of the philosophes for a secular curriculum by packaging in the common school
elements of both traditions. The common schools
would be open to all children and thus implement Jefferson 's bulwark against tyranny by guaranteeing a literate populace . Besides this civic education , the common schools would provide basic skills for an agricultural society in an expansion mode. The religious element would be redesigned ina non-denominational
ensemble of virtues which included honesty, chastity,
piety, respect for authority, and devotion to hard work.
Mann's compromise (I deliberately avoid the term .s¥D..:
~ ) enlisted the support of business who wanted
compliant workers , clergy who wanted religious
(Protestant) conformity , and citizens who wanted
social control and economic mobility (mobility for themselves, control for the rest.)
In the structural functional analysis , leadership in
the common schools was to be high status but diffused
in the teaching faculty. Mann pushed for Normal
Schools to improve the education and status of the
teachers, but he did not push for a separate class of
principals. One of the teachers would be designated
"principal teacher" and he/she would lead the staff in
their duties as "managers of virtue" (Tyack and Hansot). The function of leadership would be to inculcate
the desired non-denominational Protestant virtues ,
essentially the Puritan ethic applied to an agricultural
milieu .
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THE INDUSTRIAL REVOLUTION COMES
TO AMERICA
In 1862 the Congress of the United States passed
legislation which offered 30 ,000 acres of public land
pe r senator and representative in Washington , to
states for the purpose of developing institutions of
higher education which would foster studies in agriculture , mechanics, mining and other new technologies.
The Land Grant Colleges which were initiated by the
Morrill Act became the agents of change which Jefferson had envisioned in 1779. A social policy was implemented which deliberately and consciously trans formed America into an industrial colossus. Economic
development and industrialization became public policy, and the schools were to be a driving force in the
economic expansion . While the Morrill Act specifically
referred to higher education , the social contract of the
elementary and secondary schools was being rewritten to fit them into the "educational ladder." The Kala mazoo case of 187 4 established the precedent for
extending tax support to secondary schools, and the
large urban high schools began to spring up to serve
the needs of the industrial machine.
Educational leadership diffused through the teacher
corps could not serve the needs of an expand ing
economy as it had in the agricultural phase of Ameri ca's development. In order to promote education as an
instrument of social policy , the roles of principal and
superintendent now had to be developed as specific
managerial functions. William Torrey Harris designed
the managerial roles in schools in analogy to the successful roles of plant managers and crew bosses in
the factories. The superintendent is to be the analog of
the plant manager , dressed in shirt and t ie , he
(emphasis on gender) is to be separate from the front
line of manufacture (instruction) but is to be responsible to the larger community for the use of taxes in the
administration of the school. The principal is to continue as "principal teacher" in the building but is now conceived . of as an administrator who implements locally
the policy and procedure devised at district level by the
superintendent and his staff.
In the structural functional analysis, the superintendent (~o~e the factory analogy even in the term) and
the principal are now to be of very high status, separate from the teaching faculty and elevated to the status of bureaucrats . That is to say , they are career
managers trained in the ways of management. Their
functions are to assure the smooth operation of the
school in serving the needs of the expanding economy. Even though the administrators are now line and
staff bureaucrats , however, they are still "managers of
virtue ," because the same Yankee characteristics
which drove the agricultural economy are now needed
in a r_evised version - mechanical skill , promptness ,
devotion to duty, honesty - all these need to be inculcated in the industrial age for the efficient operation of
industry.
THE TWENTIETH CENTURY CULT OF EFFICIENCY

Business and industry underwent a revolution at the
start of the current century. Former industrial practices
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now began to be seen as inefficient, and new principles ~f production were introduced. In the new operations introduced by Henry Ford , the assembly line was
the vehicle of mass production for goods manufactured cheaply and thus made available at a lower cost.
Leadership in the new age of efficiency was defined as
"scientific management" by Frederick Taylor (1911 ).
the theory of scientific management assumes that
there is "one best way" of doing any job. The role of
management is to find out the one best way and train
and ~upervise workers in doing the job according to
the dictates of the manager. This eliminates waste and
promotes efficiency.
John Frankl in Bobbitt (1912) applied the principles
of Taylor to the educational enterprise with a view to
eliminate waste in education. (As an aside , notice how
early on the lack of resources for the educational
enterprise prompts not additional funding , but a call for
"elimination of waste"!!!) Bobbitt applied the scientific
principles en masse to the new school district being
created in the company town of U.S. Steel , Gary , Indiana. The Gary project would be characterized by effi~iency , that is , by use of the buildings every day
including weekends , the use of teacher time organized
by the administrators for maximum effectiveness, and
the complete "on task" time afforded for the children .
As a bonus the Gary plan would be a money saver
because the class sizes would be large, thus utilizing
teacher time "efficiently."
Elwood Cubberly (1920) extrapolated the scientific
principles to describe the duties of principals and
superintendents. Since new waves of immigrants had
come to America, efforts had to be made to assimilate
the newcomers to the superior culture now available to
them . Thus the task of the efficient administrator is to
provide a common curriculum , measured by standardized tests, and implemented fairly (that is , uniformly) in
all the schools in the district.
In the structural functional analysis , the roles of
school administrators in the first half of the twenties
century are now of very high status , separate from
~eachers, paid on a higher scale, and trained in specif,~ manc3:g~rial technigues. Their essential role is to prov1~e eff1c1ent educational services for mass groups of
children by a common curriculum and by supervision
of faculty according to the scientific principles . The
long term social benefit of this system will be the successful assimilation of immigrants into the American
economic system (which needs compliant non-skilled
workers for the assembly lines) and. the elimination of
the elements of foreign cultures which the immigrants
have brought with them.
THE CURRENT SCENE

The second half of th twentieth century has been
characterized by a startling development of new technologies which have revolutionized business and
industry and have challenged the traditional way of
education . Successive waves of reform have called
alternately for complete restructuring of the whole
enterprise or for "back to basics" in the old way of education. In this brief essay we have no opportunity to do

a complete review of reform proposals of the past
three decades. Only one particular reform phenomenon will be examined , the Effective Schools Movement, not to single this one movement out for blessing ,
but because the Effective Schools Movement so clearly impacts on the role of the school leader.
The thesis of the Effective Schools research is that
study of schooling reveals patterns in school organization and leadership which can be correlated with levels
of pupil achievement (Rutter et al, 1979). The research
reported in the Effective Schools Movement has concentrated on the individual building , thus providing a
focus on the role of the principal more than that of
superintendent. The research suggests that leadership
at the building level provides the climate, the organizational thrust, the ambiance, and the supervisory activity which impacts on the students' opportunity for
achievement.
One of the correlates which emerges from the
Effective Schools research is that of the role of the
principal to the levels of student achievement. The thesis is posited (Rutter) that a principal who conceives of
him/herself as "instructional leader" is more likely to
create a positive climate for professional growth for
teachers and to enhance learning opportunities for stu dents. This position rejects the scientific management
of Taylor and the factory model of school. It downplays
the role the principal as manager and in some ways is
a return to the "principal teacher" role of the eighteen
hundreds .
In the structural functional analysis, the principal in
the effective Schools Model experiences a reduction in
status. No longer thought of as a bureaucrat, the principal now is the "team leader" who shares power with
the faculty, who in fact deliberately "empowers teachers" through systems of collaboration and delegation.
The role of the administrator is not to command but to
inspire collegial activities by providing "vision " and urging all to become responsible for the outcomes of the
school 's endeavors . The Effective Schools thesis is
that the role of the principal is, by visionary charisma,
to lead the teachers in the paths of collective responsibility and empowerment. the empowered staff then will
be the agency for the increased academic achievement of the students .

THE FUTURE
Based on this very sketchy outline of the development of leadership models, what can we say about the
future of leadership in the common schools? do we
have the necessary images, models , and visions, to
delineate the leadership roles in education for the
twenty-first century. I would conclude, not quite! There
is plenty of gold in the American tradition of educational leadership which can be mined for use in the future :
for example, the image of "managers of virtue" seems
to fit into the burgeoning movement for "character education" which some see as an antidote to the waves of
street crime in our cities and suburbs. However, there
are gaps. For example , the Effective Schools Movement and other contemporary reform proposals have
left the role of the superintendent largely untouched ,

and I would posit that the role of the superintendent is
crucial to the development of models of administrator
reform . Also , those who would redesign the roles of
principals and superintendents have just begun to realize the impact of technologies such as the computer
on education in the next century. My conclusion is that
we are just not there yet.
In fact , there are some recent legislative trends
which may in fact deter the development of satisfactory leadership roles in schools for the future . Following
the lead of states which have developed alternative
routes for teacher certification , some states have
allowed specific instances of "alternative certification"
for superintendents . Illinois , for example , recently
passed legislation exempting the superintendents of
Chicago , Rockford , and Peoria school districts from
state certification requirements. The legislature in the
land of Lincoln has , in effect, invited applicants for
leadership positions in the common schools from outside the traditional teacher cadre. It would appear that
the members of the General Assembly have lapsed
into the business bureaucratic model of school leadership which was prevalent in the late nineteenth and
early twentieth centuries . Illinois and other states
appear to be slipping into an erosion of professional
standards by adopting a technocratic conceptualization of educational leadership and an unwelcome
return to the cult of efficiency.
Whatever the final resolution is of the role of educational leader in the next century, I hope that it will not
be simply a revisiting of the factory model of Taylor
and Bobbitt. The new model will, no doubt , include
some managerial aspects, but one would hope that the
corporate models we rely on will be those of McGregor
and Likert, not Cubberly and Harris. To the managerial
aspects we need to add some elements of instructional leadership from the Effective Schools tradition , and
some strong elements of technological advances, and
- since society looks to the schools to restore its ethical base (Goodlad , 1990) - we probably will never
totally abandon the image of "managers of virtue."
The assertion is made here that the building level
administrator, the principal, cannot accomplish all
these modalities of leadership demanded by society.
There is no desire here to devalue the role or the work
of the principal - the principal 's role is extremely
important. But the next round of administrative
research should be into the role of the district superintendent, and the ways in which that role negotiates the
social contract between the school and society, and
how that role will develop in the "restructured" educational institutions of the next century.
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Eastern Illinois University student teachers gain expertise from South Shores Elementary (Decatur)
School staff. Back (left to right): Angela Wilmot, Karen Hilton, Kelly Howard (EIU student teachers). Front:
Sharon Sebok, South Shores Elementary School Secretary.
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Near the end of the Civil War, General Robert E.
Lee drew his sword and proposed to personally lead
his troops into one of the most desperate battles yet
fought (Taylor & Rosenbach, 1984). His men admired
him so greatly that they would not permit him to risk
his life in such a manner (Gallagher, 1989). Such
deeply felt loyalty was not engendered by Lee's arrogance nor abject servitude on the part of his men.
Lee's ability to feel the struggle of his soldiers, as well
as his dedication to the task, inspired this devotion in
his men . To his soldiers, Lee embodied the cause for
which they were willing to sacrifice their lives. To have
lost him would have been to lose hope of attaining a
shared vision. Lee's willingness to die with his men
demonstrated his sincerity.
Using Lee and his army as metaphors, this article
explores factors related to the development of quality,
professional relationships between educational leaders
and instructional staffs . The model suggests an
approach to fostering conditions that inspire confidence, responsibility, and commitment to a common
cause.
The Dynamics
Leaders are described as people who possess a
specific goal and the vision needed to achieve it
(Burns, 1978). Successful leaders see themselves and
others as important instruments in achieving group
and personal objectives . This implies that leadership
requires knowledge and understanding of the needs,
aspirations , potential, and fears of those being led.
Effective leadership depends upon the development of
a common language, an outcome of deep and meaningful interpersonal exchange.
The mature leader recognizes relationships and
ongoing dialogue with subordinates as critical ingredi-

ents in the advancement of shared objectives. Authentic dialogue motivates followers to aspire to the leader's vision or create a shared vision and seek its fulfillment. Dialogue provides feedback and recognition of
each other's struggles, responsibilities and obligations .
It also evokes empathic understanding and thereby
strengthens bonds (Champlin , 1987).
Taylor and Rosenbach (1984) describe two types of
leader/follower relationships, transactional or transformational. Transactional relationships exist on a contractual basis - leaders and followers negotiate
responsibilities, performing according to described or
inferred expectations. In such relationships, failure to
achieve objectives results in blaming one of the parties
for not performing as expected . Transactional leaders
typically refuse to accept responsibility for unsuccessful outcomes. Had Lee been a transactional leader, he
would have assigned blame for his surrender at Appomattox to his men 's failure to perform as he had
hoped.
By contrast, within transformational leader/follower
relationships, education in the virtues of following may
be as important as one 's individual performance. The
transformational leader accords followers the same
importance and considerations as himself or herself.
Lee's willingness to meet the same fate as his men
vividly illustrates his transformational leadership.
Meetings, Mismeetings, and Parallel Ways
Martin Buber contends that in human encounters
either a "meeting" or a "mismeeting" occurs (Friedman ,
1983). A genuine meeting produces deep, dialogical
relationships , while a mismeeting results when two
parties come together but fail to achieve an interpersonal connection. The outcomes of mismeetings are
disillusionment, disrespect and disagreement. Genuine
appreciation for the views , problems, or obligations of
the other is missing . Buber (1965) says, "But he who
has to do with men essentially can essentially act and
suffer in relation to them" (p. 56). A follower who lacks
convictions about the importance of a task will not produce the quality of work compared with one who
believes in the worth of the endeavor. Like General
Lee, a leader must recognize the impact upon one
who is responding to orders. Thus, it is critical for a
leader to foster vision-building as well as promote collegiality that respects individuality and encourage a
standard of self-improvement (Fuller, 1992).
Buber's friend and former Secretary General of the
United Nations, Dag Hammarskjold (1965), speaks of
"parallel ways" - a description for meaningful interaction between two people. Hammarskjold suggests that
without intense knowledge of those with whom one
interacts, an individual cannot hope to productively
influence others . Because Lee was a symbol to his
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soldiers of the Southern vision , and because he was
able to experience them both as individuals and as a
united body of followers , dialogue with them was productive. Lee and his men were committed to the same
vision ; they provide an excellent example of Hammarskjold's parallel ways . The key to influencing others , Hammarskjold says, is "daring to give ourselves"
(Friedman , 1983, p. 311) . An inability to overcome the
fear of giving of oneself curtails important leadership
behaviors. The mere thought of proffering one's energy and ideas, only to have them rejected or result in
failure , paralyzes pseudo-leaders to inaction . Many
potential leaders fail as well because they listen to
their doubts rather than to a sense of responsibility.
These concepts, transactional and transformational
relationships , Buber's meetings and mismeetings, and
Hammarskjold 's parallel ways , speak strongly to the
issue of responsible leadership . Unfortunately, too
many of today 's educators engage in transactional
rather than transformational relationships , resulting in
mismeetings rather than parallel ways . Buber's and
Hammarskjold's concepts suggest that healthier relationships among educators are possible and that more
effective education would result from such interactions.
Administrators and Teachers
Most educators have experienced an abrasive
leader/follower relationship . Because educators are
under a legal contract, a transactional relationship is
established when employment is negotiated . Many
administrators and teachers never move beyond this
initial agreement toward a more productive transformational relationship - toward mutuality and dialogue.
Failure to move beyond the transactional mode (recurring mismeetings) causes each group to perceive the
other as antagonistic . Even in schools where direct
conflict is not present, subterfuge is common . Teachers often consider avoidance of confrontation with their
principal or supervisor as essential for survival. Under
such conditions, leaders may acquire a false sense of
well-being , assuming that the absence of problems
suggests institutional health. Administrators too easily
assume that it is their responsibility to solve problems
without input from their staff. Such assumptions cause
"solutions" to become even more perplexing than the
original problem , hence the teacher attitude of "why
borrow trouble?" Administrators who practice transactional leadership ignore the expertise of teachers , a
serious affront to professional identity. Teachers, in
turn , react to such treatment by isolating themselves
and their concerns from administrators , seeking
instead acceptance among disgruntled peers . The
resulting collective disengagement by the faculty
becomes a threat, producing defensive reactions in
even the strongest leader. As Lindlow and Scott
(1989) point out, conflict is a two-sided coin ; it can be
disruptive and destructive or it can be a source of creativity and productivity.
These actions and reactions can be observed in
faculty meetings, teacher evaluations, curriculum planning sessions, in-service workshops and other gatherings of school personnel. In these exchanges, administrators are frequently faced with a peculiar problem.
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Many teachers, following conditioning acquired as students, revert to passive , compliant behaviors or to defiant roles when addressed in a group. Given these conditions, it is understandable that leaders become frustrated . During staff meetings , teachers who exhibit
counter-productive , adolescent-like behaviors pre dictably hold the expectation that the experience will
lack meaning. They are also likely to perceive leaders
as holding condescending attitudes and that their own
merit will go unrecognized. Influenced by these expectations, both parties demonstrate that a true meeting,
in Buber's terminology, is unattainable. A mismeeting
occurs . In the absence of dialogue, factions and oneupmanship divert the energy that should be produced
by common commitment to universal ideals.
Educational leaders sometimes view their position
of authority as one of privilege, setting them above and
apart from teachers . Such a view can only perpetuate
the transactional nature of relationships. Individuals
with this disposition often lead as they have been led
or as they have perceived (or misperceived) the leadership role. Conflict, even interaction, becomes a situation to avoid rather than an opportunity to forge unity
and purpose . When crises arise , administrators may
isolate themselves from the problem . Threatened leaders protect themselves by discussing reactions only
with peers to insure a sympathetic response. Isolated
leaders deny that a difficulty exists, even with evidence
to the contrary (Goleman , 1985). They avoid genuine
interaction with subordinates, encounters which have
potential to develop transformational relationships ,
where leaders assume that such activities undermine
authority.
Assumptions of teachers that administrators cannot
understand the problems of teachers (a transactional
attitude) unjustly prejudices sincere, purposeful leadership. Teachers who expect active participation from
students contradict their own values when they
assume passive roles in relationships with peers or
supervisors. Dodging administrative attempts to initiate
positive shifts in relationships only perpetuates the
existing isolation of the classroom teacher - an isolation that destroys morale and produces burnout. Principals who attempt to implement site-based management strategies do not need their efforts thwarted by
teachers who fail to respond to the invitation to
empowerment. Teachers who attempt to collaborate in
developing thematic or integrated curricula need support and concern from colleagues and administrators
alike as they attempt to let go of traditional ways of
planning , organizing , and teaching . Efforts to implement mastery learning, flexible scheduling, effective
school improvement programs or shift toward detracking , need the support and involvement of the entire
professional staff. Such support cannot occur in settings where teachers are encouraged to develop their
expertise within the confines of their own classroom.
Sarason (1993) describes productive changes in
teachers who begin to be involved in the affairs of the
entire school , well beyond their own room. He reports
that teachers found energy, meaning , challenge and
were more happy in their work when involved in the
larger environment. Such accounts support Glasser's

(1992) contention that learning should be both fun and
freeing .
A Paradigm

For too long , education has been living in a divided
house. The limitations of transactional relationships
encourage factionalization and cynicism, a familiar
quality among many who wish to be seen as professionals. In contrast, numerous anecdotes outline the
value of transformational relationships, benefiting participants in spite of contractual beginnings (Taylor &
Rosenbach , 1984). Buber's concepts of meeting and
mismeeting allow us to view longstanding communication problems more clearly and provide direction for
improvement of educational practice. Hammarskjold's
notion of parallel ways also suggests a meaningful
paradigm for establishment of common purpose and
direction, thereby using scarce resources and human
energy wisely . Empathic dialogue leads to shared
goals which provide an impetus toward the establishment of parallel ways in education. Professional and
personal development by way of such models should
produce educational benefits for all (Champlin , 1987).
Professors and other authorities need to take
increased care in selecting , educating , and supervising
educational leaders in order to generate widespread
appreciation for transformational leadership. Gehrke
(1988) suggests choice of agendas , time , negotiation,
and reciprocity , as opportunities for improving professional relationships. The implications of Gehrke 's
notion suggest that empowerment of learners ultimately empowers leaders in authentic ways . Daloz's (1986)
chapter on guiding adult learners , by providing both
support and challenge as tools for enhancing growth
alerts us to means of leader development. Leaders
can dedicate time and interest to the cultivation of
responsible roles using the Daloz model. Kennedy's
(1987) treatise on the development of professional
, expertise provides several important ideas for implementation . Her "deliberate action" model guides professionals toward analysis of practice suggesting selfdirection through rigorous self-assessment (Kennedy,
1987). Working closely with effective teachers during
induction helps a new teacher acquire the master
teacher skills and perspective. Leaders must restructure time , space and resources for such important
activity. There should be similar opportunities for
emerging educational leaders to shadow an effective
administrator , preferably a transformational one ,
engaging both parties in a common struggle for excellence.
To date, many administrators have not stepped forward in the spirit of Robert E. Lee to model virtues for
communicating a vision . Doing so is crucial if America
is to retain its position of leadership in the world. Many
of the excellent suggestions for restructuring schools
are destined to fail if transformational relationships are
not established .
Today 's educators have ample opportunities for
organizing resources for "battle" against ignorance ,
injustice , substance abuse , illiteracy , or any other
social ill. Like General Lee , leaders can rally their
staff to direct effort toward a common cause . They

can be informed of the struggle of those who follow,
and can also engage in genuine collaboration . To
do so requires risk, but risk-taking becomes more
feasible when done from a support base - a base of
respected colleagues who understand the difficulty
of the task. Teachers will remain ambivalent about
demanding that leaders "take up the sword" until individuals demonstrate their worthiness of office . Such
actions are accomplished by principals who move to
the point of a teacher's anxiety by stepping, for a time ,
into the trenches with the teacher. Generals communicate their understanding of conditions by placing themselves at the scene of the battle , not behind the lines
or in some carpeted office. Like Lee's army, teachers
can come to their leaders for inspiration. Teachers can
reacquire the respect of society . Above all, between
administrators and teachers, a dialogical and transformational relationship can exist, a common language
and mutually gratifying purpose is still possible , and a
sense of commitment can still be attained . As Buber
and Hammarskjold contend , a true meeting must occur
if parallel ways are to result.
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Abstract

This article provides strategies that will enhance
teacher performance in school-site change efforts.
Strategies outlined include the use of the present
knowledge base concerning planned change to
increase teacher involvement and effectiveness in the
change process, to form a plan of action based on the
contextual needs of the school , and to monitor the plan
of action through a self-assessment of the impl_ementation of the plan .
"I can 't do one more thing ," is a current lament
among many teachers; however , current efforts to
restructure schools through bottom-up governance
approaches (e.g., school-based management) require
ever increasing commitments on the part of our teachers. A paradox is evident: active involvement on the
part of teachers is a critical component in bringing
about school reform, and yet, the demands placed
upon teachers may lead to conflicts that are difficult to
resolve. Teachers need to be affirmed in this difficult
venture and practical strategies are required that will
encourage teachers to move forward as change
agents to improve their classrooms and their school
communities . The eventual goals are increased student achievement, professional growth for each educator, and increased public support.
This article has two objectives : 1) to present an
overview of the current knowledge base related to governance issues and effective planned change efforts;
and 2) to assist teachers as they form their own plan of
action in dealing with the sometimes chaotic world of
school restructuring.
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Clark (1988) provides a model (The "Active" Mod~I)
designed to enhance the involvement of teachers in
the governance of schools. Clark proposes a bottomup approach ; change is to be initiated at the school
level , with support flowing from district, state, and federal agencies to achieve the desired end. These agencies are called to work together in an "overlapping"
and "interdependent" way (p . 193) . This approach
encourages proactive change strategies initiating from
the classroom teacher, with a chain of support that
enhances collaboration within the school and across
agencies .
This is an example of what participatory management efforts, such as School-Based Management, are
designed to accomplish . However, significant research
regarding change efforts indicate that a combination of
top-down and bottom-up strategies are seen in effective restructuring endeavors.
Mills (1994) provides an overview of curriculum governance in terms of state leadership efforts . Mills indicates that elitist and populist perspectives have been
used to initiate curriculum reform; however, he argues
that the "mixed strategy" is best , one which would
allow the strengths of each perspective to be incorporated into the governance scheme .
Fullan adds to this "mixed strategy " approach
(1994) , when he outlines ways to coordinate top-down
and bottom-up strategies . Fullan refers to the work of
Clune when using the term "coordinated decentralization " (1992) . From this perspective , state and district
efforts can help establish an agenda and support local
schools' goals and objectives, as they uniquely apply
to classroom teachers and their students.
The Concerns-Based Adoption Model (Hall and
Hord, 1987) is refreshing in that the focus of support
centers around the needs/concerns of the teacher
being asked to implement an innovation. Teacher concerns become the diagnostic input into the planning of
change-agent interventions.
Refreshing, also , is the emphasis upon changeagent teams. The principal plays a direct lead in this
process ; however", the coordination of intervention
behaviors of numerous change agents is critical to the
success of the process . This is just one point where
teachers can assume a leadership role as they work
with the principals and others on change-agent teams.
The result is the development of a shared vision and a
planned change process leading to goal achievement.
In their work , Hall and Hord (1987) , chap. 8-9)
emphasize the importance of the leadership style of
the principal. The Concern-Based Adoption Model
descriptively categorizes principals as being "Initiators, " "facilitators, " or "responders. " Other changeagents' work will be largely defined by the style of

leadership demonstrated by the principal ; however, it
is important to note that other change agents will
emerge under each of the leadership styles. Once
again , the need for teacher leaders is confirmed.
This conclusion is supported by the work of Midgley
and Wood (1993) . After relecting a top-down
approach, where School-Based Management is an
end within itself , Midgley and Wood promote the
process approach which leads to the development of
teachers as leaders. Midgley and Wood refer to work
of Carole Ames (1990) , and in doing so , recommend
an empowerment model that enhances the role of
teachers through a "task-focused " approach.
Focusing upon the completion of tasks is a simple ,
yet powerful concept - if you will , it is at this point that
the vision of teacher empowerment and the "nuts and
bolts" of school operation can meet. In the development of school reform efforts and the empowering
process that School-Based Management ought to
become in our schools, this linking of vision and tasks
completion is a current need.
Certainly, teachers can point to various "tasks" that
are being mandated by state departments and local
school districts. What is proposed here is a formulation
of a plan of action that initiates from the inner-workings
of the teacher as he/she reflects on the best information available regarding effective organizational
change and the unique needs of teachers and students within the school setting. Creative reflection,
growing from the teacher-student relationship is the
motivation for developing the plan. Every task that is
outlined, with appropriate steps for implementation and
evaluation , is directed to the individual teacher and is
designed to enhance student achievement, to increase
professional effectiveness, to enhance job satisfaction ,
and to foster public support.
Even though a format is suggested , individual creativity in developing a plan is essential. Too often ,
teachers are asked to be creative with someone else's
creation . Although a structured , written plan is suggested, any creative reflection which achieves a shift
in teachers' perceptions of their professional worth and
ways to contribute will move all of us forward.
To the Individual Teacher

Each teacher should view his/her plan from the context in which he/she works. Start by asking yourself
some questions. What are the pressing needs for stu-_
dents , teachers , administrators , and parents within
your school? What is the present state of your school
climate and culture and what must be done to bring
improvement in these areas? What are the needed
changes in curricular/instructional practices that will
lead to enhanced student achievement and happier,
more productive students? What is the present governance structure of your school , and how does the
leadership style of your principal impact school effectiveness? How actively are teachers involved in the
decision-making process , and how could teachers be
empowered to better serve the entire school community? These are just some of the questions that you
might ask yourself as you form a plan of action . Per-

haps the most important question is the one that forms
in your own mind as you reflect on the needs of your
school and your desire for a better learning setting.
As you reflect on the questions listed above and
questions you develop, you might be led to writing . any
format will do; the intended result will be the development of a kind of diagnostic guide that will help to formulate your plan. The format described below is an
expanded adaptation found within a daily organizer
(Dayrunner, 1988).
Look at your written reflections and prioritize based
on the pressing needs of your school , your own motivations, and your own knowledge base and skills .
Specify that one area that you feel most compelled to
impact . Develop the goal that you would like to
achieve in this area. This goal statement will become
the central organizer for your developing plan of
action.
Once again , you might ask yourself some questions. What are the resources that could be helpful in
this effort (e.g., people, funds, and organizations)?
What are the obstacles you face in achieving this goal
(e .g. , people, funds , and organizations)? List these
resources and obstacles. Consider ways to maximize
your resources and minimize the impact of obstacles.
After jotting down these considerations, a process of
prioritizing should lead to five steps/tasks that would
be most helpful in achieving the goal.
Other people must play a part in each of these
steps/tasks. In fact, inherent in your plan of action
should be a desire to communicate with others ; first,
speak to those you perceive as allies in the process,
and later, work with others using your developing base
of support. The change you bring about in yourself and
others will directly relate to the achievement of your
goal and to changing the climate and culture of your
school.
This change in culture and climate will be enhanced
as your collaboration skills increase. Lugg and Boyd
(1993) note that "collaboration implies a high level of
interagency interdependence" (p . 255). Your plan of
action could be developed with this type of collaboration as a valued goal. Your plan should look at the big
picture: how could various agencies (e .g. local , state,
and federal) work together in an interdependent way to
achieve this goal? How could your individual school ,
working within this collaborative umbrella, work to
achieve this goal? With these questions in mind, you
have some real direction in the ways that you could
behave to reach your stated goal.
Materials may be important to achieving your goal.
Money and budget may play a part in developing your
plan; however, your plan should be a time for creative
thinking. Self-imposed limits can stifle real possibilities .
Aim high, thinking of the rationale you should have for
the request you will make. Depending on your plan ,
you may have modest monetary request or even cost
reduction within your thinking. Once again , developing
a base of support will be important. It is quite possible
that your own desires will be matched by others working closely with you or by those serving in roles of support services (e.g ., media specialists , instructional
technology, and school counselors).
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An understanding of organization is important in the
implementation of any change effort. Your plan should
account for the current governance practices of your
school. This should include your understanding of the
formal and informal power structures within your
school. At times, the teachers' lounge can be a focal
point for swaying people to your way of thinking. In
addition, you should consider district, state and federal
constraints and initiatives. It is quite possible that your
goal will be in alignment with systemic reform . You ·
should use these initiatives to impact your school ,
leading to the achievement of your goal. A developing
relationship with professional organizations could also
prove helpful. The knowledge base and network provided through associations can be of real value in
developing your plan and legitimizing your actions.
As you look at each of your steps/tasks, it might
prove helpful to develop a timeline and to consider the
coordination of each of these tasks. Helpful, too, might
be the setting of certain self-evaluation points in which
you will consider course corrections, leading to a more
productive plan. There also will come a point when no
further action is needed related to your goal. At this
time , in a summative kind of assessment , you can
analyze your success and consider areas of improvement. This process should enhance your ability to
develop other goals in the future .
Your own professional development must be a
strong motivational factor in the development of your
plan. Your plan must be a win-win proposal in which
you will be one of the winners. Completion of this
action plan should expand your own knowledge base ,
enhance your ability to work with others, and increase
your job satisfaction and career possibilities. As you
evaluate your work in achieving your goal, your own
satisfaction should be a strong consideration in any
changes that you might make and in the development
of future goals.

Conclusions
Using this process, a teacher will be able to develop
a working plan of action related to a written goal in two
to three pages. The plan would include a central organizer, which is a stated goal developed after considering questions most directly related to the needs of the
school. A list that outlines resources and obstacles to
goal achievement would follow . Using that list as a reference , five tasks/steps would be written , considering
a timeline for each step and appropriate times for selfevaluation. This self-evaluation would produce refined
actions to achieve the desired goal.
The work by Stephen Covey (1989) stresses "pri-
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vate victory." Systemic reform will be most beneficial
when each educator is encouraged to develop a plan
of action that leads to a sense of private victory. In
addition, each school should coordinate this activity,
leading to a sharing of each plan , so that a vision is
achieved and a vital kind of School-Based Management becomes operational. this will lead to the kind of
interdependence that Covey contends is so needed
within organizations in our society . Such interdependence is essential to reforming the way our schools
work and empowering teachers as we move in a coordinated way to decentralize the decision-making
process .
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Introduction
Over the years of experimentation and daily practice , a series of "principles" have emerged in the field
of Total Quality Management that can be applied to
any school district and each of its individual school
units. Organizationally speaking , total quality control is
management 's tool for delegating authority and
responsibility for goal achievement. Such a tool
relieves itself of unnecessary detail while retaining the
means of assuring that quality results will be satisfactory.
There are two basic concepts in organizing for quality control. The first is that quality is everyone's job.
Every component has quality related responsibility. In
schools , we may find the following examples:

• community/parent committee input to determine the
clients' standards preferences
• strategic planning committees deciding upon quality
specifications
• curriculum and instruction teams developing plans
for achieving the quality expectations
The second concept is that because "quality is
everyone's job," it may become no one's job. Management must recognize that the many individual responsibilities for quality are exercised most effectively when
they are buttressed and serviced by a well-organized,
full-time , genuinely modern component dedicated solely to achieving quality control. This component is leadership.
For some, the strategic vision of Total Quality Management in the schools will never be more than a
dream , unless a grass roots staff development and
inservice program is dedicated to turning that strategic
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vision into a reality .
Implications for Education
For educational purposes , Total Quality Management is defined as an effective system for integrating
quality planning strategies, quality evaluation and controls , and quality improvement efforts of various
groups in the organization so as to enable each of its
facets to function at the most economical levels that
will allow for full client satisfaction with the end product
- the successful student. Two major principles are: 1)
quality of the product (the successful student) ; and 2)
quality of the services (teaching/instruction).
A total quality system can be viewed as: the
agreed-upon school and district wide operating work
structure (documented through effective, integrated ,
technical, and managerial procedures) designed to
guide the coordinated actions of people, technology,
and information in the best and most practical ways to
insure client satisfaction and economical costs in
reaching a quality product. In such a system, quality
control does not imply "best" in an absolute sense ;
rather, it more accurately reflects what is "best forcertain client requirements." Such requirements are the
actual use and value of the services provided to the
successful student. "Quality control" also refers to a
management tool for a four-step action plan:

• establish the quality standard(s)
• evaluate or appraise the attainment of the standard(s)
• act when the standard(s) are exceeded or not
attained
• plan for improvements in the standard(s) as process
and procedure improve
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A quality system provides integrated and continuous control for all key areas, making it truly organization-wide in scope. Clearly, the details for each qualitycontrol program must be tailored to fit the needs of
individual districts, as well as individual schools classrooms and clients. While diverse in terms of different needs and wants , a total quality system must
address certain basic areas common to all programs .
Teachers , administrators , parents , and community
members should focus on integrating the often uncoordinated staff development activities and more effectively and efficiently utilizing available resources.
Necessary to the success of a total quality program
in the school organization is the very tangible but
exceptionally important spirit of quality-mindedness
that extends from management directly to those at the
classroom desk. With full support and participation of
top leadership, the first need is to develop quality standards at the most essential level - where teaching and
learning takes place . This is where an action plan
begins. An important feature of a total quality program
is that it controls quality at the source . In schools, this
can heighten teacher interest, enhance responsibility,
and promote autonomy . This can also stimulate
administrative participation and input. Further, this can
encourage parental and community involvement.
While school superintendents and principals must
serve as chief designers, all individuals involved in the
action plan should provide input and focus on the
expected quality outcome - increased student
achievement.
Across the world , total quality programs are highly
cost-effective because of their better internal functioning , improved utilization of financial , human , and facility resources , and improved levels of client satisfaction .
The need for such programs is underscored by changing buyer-producer relationships and major marketplace demands for a quality product. Today, schools
are facing new social and economic pressures for
more effective use of limited resources and for more
highly developed graduates who can meet the needs
of an increasingly technological workplace , new working patterns in factories and offices, and a growing
trend toward internationalization of the global marketplace . Currently, two major factors affecting "quality"
are: the technological - that is, the ability to utilize
machines , materials, and the processes found in the
prevailing work place - and, the human - that is,
teachers, principals, central office, superintendents ,
and others. Of the two , the human factor is , by far, of
much greater importance.
Educators would first be wise to note that total quality control is an important aid to good planning and
design, effective methods and techniques, and conscientious service to the client that ultimately results in
production of the successful student/graduate. Second, the fundamentals of quality control are basic to
any educational institution's production process ; however, there are bountiful opportunities for autonomy
and special delivery in terms of concentration on either
the product (student) or the process (curriculum/
instruction) . Third , total quality control enters into all
phases of the educational process by focusing on the
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client's goal specification and the ensuing development of curriculum, instruction , delivery models , and
evaluation procedures connected to the client's
achievement and satisfaction with the educational
organization product. Clearly , it mirrors school
improvement plans.
Effective control over the factors affecting quality
demands direction of the teaching and learning
process throughout different stages. These controls
fall into four general classifications :
• New design control - planning, developing curriculum and instructional delivery. This involves the
establishment and specification of desirable cost,
performance , and end product quality. This also
includes the effort to eliminate or locate possible
problem sources before the educational effort
begins.
• Incoming material control - pre-testing and readiness. This involves gathering as much knowledge
as possible about the client. Simply, it is the control
of materials ; in education , the materials are facts
about the student.
• Product control - formative and summative tests.
Ongoing measurements (formative and summative)
must be present in order to control the product's
(the client 's) departure from the quality specifications previously established.
• Special process studies - ongoing change strategies and modifications. This includes investigation
into the causes of defective programs and / or
processes so as to improve quality characteristics
and implement permanent corrective action.
The target of the quality program attention is to control outcome quality through strategic planning - the
process of curriculum design, instruction, and delivery.
Benefits resulting from such programs are improvements in quality and design , reduction in operating
costs and organizational roadblocks , and heightened
employee and client morale. In education, byproducts
often include better test methodology, sounder establishment of time frames and standards for staff, faculty,
and student progress, as well as a more refined cost
analysis program to assist in utilization of resources to
their optimum.
Quality cost analysis generally helps to measure
and optimize total quality control management activities. Operating costs usually include:
• Prevention costs - consist of quality planning and
other costs associated with preventing non-conformance and errors.
• Appraisal costs - incurred in evaluating end result
quality in order to maintain established quality controls.
• Internal failure costs - caused by unknown or unexpected happenings, that prevent (at times, temporarily) meeting educational specifications.
• External failure costs - reflect an inferior product
reaching the public sector (i.e. the illiterate graduate, the unemployable with no marketable skills.
Cost reductions , particularly reductions in operating

costs , result from total quality control for several reasons . First, educational institutions have often lacked
effective , customer-oriented quality standards. Further,
they have often refused to fund the quality and service
needed to render goal attainment. In addition, educational institutions have often failed to implement prevention programs for reducing the costs in areas of
internal and external failure . This quality control organizational facet has two primary objectives: 1) to provide quality assurance for the company 's products
(clients), simply, to be sure that the needs are served;
and 2) to assist in assuring optimum cost effectiveness
for those benefits to the client. Quality cost analysis
fulfills these objectives through quality planning ,
process-control planning , and quality information
equipment planning.

Conclusion
Whatever may be new about the total quality program for a school or district must be closely coupled
throughout the organization so that willing acceptance
· and full cooperation fuels the agenda. This program
must have the complete support of top management.
With lukewarm management support, no amount of
selling the program to the rest of the organization will
be effective. Management must recognize that such a
program is not a temporary quality improvement cosmetic or a cost reduction project. Business may speak
about product reliability, but schools must be con cerned with product life expectancy. A total quality
control program can provide the discipline, methodology , and techniques necessary to insure consistently
high client goal achievement. A total quality control
organization impacts the managerial and technical
implementation of client-owned activities ; it also
affords prime responsibility for meeting established
goals to teachers , principals , and superintendents.
Such an organization continuously strives to achieve
client (student) satisfaction at the most economical levels possible, while , at the same time , maintaining the
highest quality. In its essence , quality is a way of managing .

SUGGESTED READINGS

Butterfield , Ronald. "Demings 14 points applied to service". TRAINING, ASCD, March 1991, p. 50-59
Byham , William C. Zapp : Employee empowerment.
(Pittsburgh: Harmony Books, DOI , 1990)
Crosby, Philip. Quality is Free . (New York: McGrawHill, 1979).
Deming, W. Edward. Out of the crisis. (Cambridge :
Massachusetts Institute of Technology, Center for
Advanced Engineering Study, 1982).
Dupre, Max. Leadership is an art. (Chicago: Dell Publishers, 1989).
Glasser, William . The quality school. New York:
Harper-Collins, 1992).
Hawver, Jerry. Restructuring curriculum for the enrichment of every student. Presented at Northern Illinois
Society of Educational Administrators Conference ,
DeKalb, IL. (Lake Geneva, IL: Lake Geneva
Schools, 1989).
Joyce, Bruce. The structure of school improvement.
(New York: Longman, 1983).
Kouzes, James M. The leadership challenge. (San
Francisco , CA: Josse-Bass, 1988).
Mathews, Jay. Escalante : The best teacher in
America. (New York: Henry Holt, 1988).
McNeil, Linda M. Contradictions of control: school
structure and school knowledge. (New York: Routledge, 1986).
Shanker, Albert. "School reform: getting it right", American Educator, American Federation of Teachers,
Vol. 18, No. 3, Fall, 1994, p12-32 .
Townsend , Patrick. Committing to quality /New York:
John Wiley, 1990).
Tracy , Diane . The power pyramid : 10 steps to empowerment. (New York: William Morrow & Co. , 1990).
Walton, Mary. The Deming management method.
(New York: Perigee Books, 1986).
Wesley, Patricia. Teachers who lead. (New York:
Teachers College Press, 1991 ).

"I thought the recent number of the Journal was excellent in all respects . Congratulations."
David Jorns, President
Eastern Illinois University
"I thought this was an excellent issue (Fall 1995) and one that will be used many times in the
future to go back to the past. "
Sue Sparks McKenna
Charleston , Illinois
"You produce a very professional looking journal. Could you please send me additional copies I know that several administrators would like to read it. "
Bruce Barker
Western Illinois University

21

Electronic Connections: An
Opportunity For A Pedagogical Shift
William L. Phillips

William L. Phillips is Chair
of the Special Education

Department at Brigham Young
University-Hawaii Campus .
This campus reflects an
exceptionally diverse population , with students representing over fifty nations . Bill
Phillips is currently developing
an international teacher preparation program through distance education in the remote
areas of the South Pacific. He
is also establishing professional development programs in
Tonga, Samoa, Kiribati , and
Fiji . Before joining BYU-H , he
worked with Student Teaching
and Special Education departments at Eastern Illinois University and taught special education in Louisiana and Mississippi public schools.

Abstract

A pedagogical shift infusing technological
advances in the classroom is needed. This shift should
transform our educational system from a didactic
teacher-centered arena to an integrated student-centered model. Because knowledge has grown at such
expo~ential rates, it is no longer possible to pass along
the wisdom of the culture in the traditional lecture format. A new paradigm for teaching is beginning to take
shape in this "post-Gutenberg" age. It suggests that
students have access to all knowledge via the Internet
and that teachers become facilitators of inquiry guiding
students to access and construct knowledge. Pedantic
practices, Carnegie units, lack of computer training,
and paradigm paralysis are identified as impediments
to this change. Solutions include thematic learning,
team teaching, cooperative learning, and constructivism used with the Internet.
Wouldn't it be tragic if educators continue to be
stuck in the 19th century using a pedagogy that is
dependent upon lecture and blackboard? In times
past, and presently in too many schools, teachers
ignore innovation that could improve class performance. Walk the corridors of schools and observe who
is doing the talking in classrooms. Teacher talk makes
up the majority of interaction and yet many students
learn more constructing their own knowledge.
An African proverb suggests that it "takes a whole
~illage to educat~ a child ." The Internet is one way to
introduce the child to resources and learning experiences from a whole electronic village. Teachers need
to have access and learn to use the Internet to orchestrate a learning environment where students construct
knowledge asking and finding answers to questions.
The teacher then becomes the facilitator of knowledge,
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not the dispenser. This is now feasible given the information available on the Internet, if teachers are willing
to develop some new pedagogical skills.
Review of Literature -

A significant body of literature in cognitive science
and education research points to a relationship
between a constructivist paradigm for education
through the creation of an electronic community. Pea
(1992) suggested that substantial learning can occur
through the construction of knowledge by active learners when given adequate support and an appropriate
structure. Technologies, when pedagogically structured with many opportunities for students to research
problems and create solutions, may be one key to
establishing lifelong learning. To do so, educators
must devise interactive models of learner/teacher
engagement of inquiry around activities with real problems, rather than didactic teaching so prevalent today.
Internet access is only the backbone of a new
educational paradigm; its full realization requires the
restructuring of education. Due to the explosion of
knowledge, it is no longer possible for teachers to be
mere dispensers of the wisdom of the culture. Therefore, th~ didactic manner in which we have taught for
generations (Goodlad 1990) is no longer feasible. Educators must invent new methodologies to gain student
access to relevant information so they can evaluate
synthesize, and problem solve.
'
Riel (1990) noted that an electronic network alone
does little to cause a new order of things in educational pedagogy. It is not achieved by connecting computers to one another, nor when computers are connect~d to knowledge bases. Educational leadership, curriculum development, educational methodologies, and
teacher instruction must all be changed and collaboratively involved in establishing a new order of things in
the classroom.
Connectivity alone will have minimal results if
teachers continue to lecture. Computer networks create_ ~ossibilities_ ~or new forms of teaching with opportunities for exciting new ways of learning. Educators
who have experimented with these methodologies
encourage students to become constructors of knowledge. They create and maintain group interactivity with
people despite time, space, and culture. This provides
a means for students to interact across the curriculum
in a very meaningful manner.
It is necessary to have programs that both familiarize future teachers with the technology, and accept the
greater challenge of preparing students to construct
kn?wledge using existing technology. Hunter (1991)
pointed out a need to design effective learning activities using Internet. Teachers prepared to meet the

challenges of tomorrow 's classroom must become
acquainted with the technical possibilities that are now
becoming realities in their classrooms.
The Problem It is difficult to change the culture in the classroom
from dispensing knowledge to constructing knowledge.
There are at least the following four impediments to
using technology to integrate the curriculum : 1) pedantic practices , 2) Carnegie units , 3) computer training ,
and 4) paradigm paralysis.
The challenge is to create the revolutionary potential of technology for education , not in the laboratory or
demonstration project, but as part of the transformation of an important and ongoing program of student
preparation . Possibly, the best way to transform education for the next millennium is to intertwine a relevant and authentic curriculum with current technological advances. This cannot be accomplished by modeling outdated pedantic practices that dominate instruction in universities. The inefficiency of this method of
instruction causes learner lethargy, poor retention , and
a lack of generalization.
Another problem pinpointed by Bitter (1994) is that
59% of classroom teachers are inadequately trained in
computer technology. There exists a tremendous need
to train these teachers to use technology to integrate
the curriculum in a functional manner. How many
schools rarely use computers for anything except
word processing?
Another barrier to change in higher education is
the Carnegie Unit. It was first instigated to measure
the amount of time spent on specific subjects in the
college classroom . Boyer (1994) has suggested that to
progress in curriculum improvement we must "bury the
Carnegie Unit. " To do so , departments and fields of
study must be overlapped and integrated . Deming
(1982) showed the Japanese and the world that significant progress can be made by "breaking down barriers
between departments." The focus must be switched
from seat time to learning outcomes. Only when outcomes become the focus and subjects are encouraged
to overlap can progress be made on curriculum integration .
Some schools are stuck in a paradigm paralysis ;
they have not fully joined the information age . For
example, compare and contrast any field at the beginning of the 1900's to education . Communications were
conducted via telegraph and printed material. Transportation was horse powered with the Model T lurking
in the future shadows. Foot soldiers fought our battles
without aid of missiles, planes, or guided bombs with
video recorders. Medicine had not found vaccines for
most childhood diseases. Now, compare and contrast
this with the last bastille of change , education. The pillars of pedagogy , (printed material, the blackboard ,
and lecture) , have not changed . All other fields have
entered the "post-Gutenberg" era except education .
Public schools modeling after universities use printed
materials , worksheets and textbooks , combined with
lectures as the basic means of instruction.

A Solution-

Higher education needs to develop and model a
pedagogy conducive to Internet. Four strategies; thematic learning , team teaching, cooperative learning ,
and constructivism need to be explored for further faculty development. When these ideas are connected
with the Internet, a powerful synergistic effect can be
realized.
Thematic Learning

Thematic learning is combining all that is being
taught into a common theme . For example, students
researching endangered species might write a report,
draw pictures, find the habitat on a map, write a song ,
and figure the percent of decrease in their species during the last 100 years. The math lesson, the English ,
science, geography, reading , social studies, music, art,
and speech could all be integrated into the thematic
study of endangered species. When students are connected to an electronic village they can share their
findings with other classes throughout the world , create joint ecological studies, and develop exciting service projects. Education could become exciting again
without a reliance on worksheets , textbooks, drill and
continuous practice.
Team Teaching

Teachers are educated in a specific area such as
math , science, history, English, or special education .
Because of this specialization , it is difficult for them to
teach the scope and sequence of other subjects.
Team teaching can make up for these deficits and
open avenues for learning. In practice, team teaching
is very stimulating for the learner and the teacher .
Team teaching is best when teachers have the free dom of choosing their teaching partners and have
ample time to collaborate and plan . When teachers are
connected to an electronic village , team teaching can
occur through the Internet throughout the world with
one teacher on -site and others communicating through
full satellite and E-mail.
Cooperative Learning
Slavin (1980) defines cooperative learning as
techniques involving students in "group learning activities with recognition and reinforcement based on
group performance ." To integrate the curriculum using
technology, three to five students could be divided into
heterogeneous groups and given a jigsaw type assignment that challenges the students to create, research ,
or synthesize knowledge using the Internet. Another
possibility is to make up the group members from
classes around the globe through E-mail.
Constructivism

Years ago, it was Dewey (1896) who suggested
that education be issues centered and that teachers
use the inquiry method. Through the Internet students
and teachers have the opportunity to have access of
all knowledge in their classroom. This advancement in
technological abilities requires educators to return to
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the inquiry method and to facilitate issues centered
student research.
Thus , curriculum integration can be achieved by
using Internet. Through it, teachers can design instruction that crosses disciplines and is student centered.
This medium of instruction allows students to be con structors of knowledge with the teacher facilitating . It
provides a medium for students to work on collaborative research problems and the tools to gather and
interpret data.
For example, through Internet a group of students
could receive data from the satellite orbiting Mars, discuss possible hypotheses with professors around the
globe through electronic mail , test hypotheses by
accessing university science labs , and then use information from 600 libraries to research and describe
findings . This would represent significant advances in
higher order critical thinking as compared to memorization and regurgitation facts about our solar system.
The possibilities of corresponding with other classrooms regarding social , cultural , climatic, or geographic issues are endless.
Conclusions -

Paradigm shifts such as these in education are
complex and need the best thinking of the entire community. Collaborative groups of administrators , professors , teachers, parents, students , business and civic
leaders need to meet in each community focusing on
improving education through technology. The following
three objectives might serve as a focus for their discussions. First, think about providing training on using
Internet for faculty development directors who in turn
could train teachers , students . Second , connect the
university to the public schools. Third , connect the
entire community to a computer network.
It is also important to give the schools an example
of what the electronic village can do for instruction by
connecting the science departments to the corresponding university labs. A high school physics class
could be connected to a university physics lab allowing
high school students to use the equipment on the computer and run experiments. Imagine doing chemistry

experiments via computer without the liability of blowing up the lab. Software is available that will demonstrate chemical reactions when any two elements are
mixed and their effects according to differing proportions.
Finally , it is important that the education of our
children be the responsibility of the entire electronic
community. Every business , home and classroom
needs to be connected electronically. Through a unive rsity or private connection the community should
have access to Internet. The quality of access , speed ,
and the proportion of the community served are limited
only by the size of the investment interested parties
are willing to make .
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What do beginning teachers learn during their first
year of teaching? They learn the joys of teaching, as
well as the challenges, and here are some of their
words of wisdom:
• I learned to write down which lesson plans work
well and which ones do not work AT ALL.
• During my first year of teaching I learned that
the students were less motivated and more
street-wise than I was.
• For my own health, I need to internalize the
small successes.
• I learned to give students things to do ALL THE
TIME.

• Start every day anew. Don't dwell on yesterday's mistakes.
• The students have fun when the teacher is having fun.
• Be kind to the janitor and secretary . They are
some of the most vital and helpful people
around .
• Teachers have to be very FLEXIBLE.
• Laughter makes everything better.
• Teaching is one of the most frustrating, challenging , creative , tiring, discouraging, encouraging, and WONDERFUL professions you can
choose.
The College of Education and Professional Studies at Eastern Illinois University has provided support
programs to beginning teachers since 1985. Originally
designed to assist the graduates of Eastern's teacher
education curricula to make the transition from student
teacher to full-time practitioner, the programs now offer
support to beginning teachers in east central Illinois,
regardless of their college of graduation, at a program
level. The core elements of the program are : 1.) a
newsletter published each fall and spring semester, 2.)
seminars offered to the beginning teachers in both

school districts and through Regional Offices of Education, 3.) district level mentor training for experienced
teachers who will be paired with new teachers, and 4.)
motivational and topic-specific programs provided at
area inservices and teachers ' conferences. The Beginning Teacher Program offerings are a form of public
service from the College of Education and Professional Studies to area schools and teachers, yet there is a
great benefit to our college of education from the programs - learning about the needs of beginning teachers and about the "real world" of teaching in the
1990's.
Needs of Beginning Teachers

Veenman 's 1984 meta-analysis, "Perceived Problems of Beginning Teachers" is considered a benchmark study in the field. His research indicated the following ten topics as the most frequently perceived
problems of beginning teachers (in rank order):
1.
2.
3.
4.
4.
6.
6.
8.
9.
10.

classroom discipline
motivating students
dealing with individual differences
assessing students' work
relations with parents
organization of classwork
insufficient materials and supplies
dealing with problems of individual students
heavy teaching load resulting in
insufficient prep. time
relations with colleagues

My work with beginning teachers in east central
Illinois indicates that new teachers are still experiencing these problems - and some others. To address the
needs of beginning teachers, a curriculum has been
developed for the seminars provided to teachers. The
curricular topics include:
• Getting organized and getting started - setting
up the classroom
• The ABC's of teaching and how to be truly
effective
• Communicating with parents - phone calls ,
enlisting parent volunteers, newsletters home,
and preparing for productive parent conferences
• Three approaches to classroom management
that work - a review of Harry Wong, Lee Canter, and Carol Fuery
• Rewards and reinforcements
• Motivating students
• Strategies for reaching today's students
• Learning styles , teaching styles , and survival
skills
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• Teaching the individual and still teaching the
whole class
• Group work and cooperative learning
• Inclusion, special education, and gifted students
• Stress management
• School reform
When these seminars are offered in a school district or
Regional Office of Education, and attempt is made to
assess the prior interest and knowledge of the participants . This way, seminars can be modified to fit the
needs of the participants. From past beginning teachers we have had requests to provide more information
about inclusion and hands-on ways to deal with students with special needs who are assigned to their
classes . Teachers often want discussions and roleplays of ways to assertively approach administrators to
request supplies and services for their rooms. One
group wanted a speaker on the topic of resume writing
and interviewing. They said that while their first jobs
had been learning experiences, they now wanted to
change school districts. In several seminars teachers
have requested sessions about school law and their
legal rights as teachers. Other teachers have requested information about current school programs such as
the Illinois School Improvement Plan , Write-On Illinois,
and Reading Recovery. These requests not only teach
us about the beginning teachers' needs, but help us to
incorporate these topics into undergraduate class
offerings.
Participation of New Teachers in Programs

While any college should be commended for its
outreach to graduates, offering the outreach is not
enough . Teachers need to be able to participate, and
we are learning quite a bit about how busy new teachers are! We have offered programs at a variety of
times and in a variety of formats. Voluntary afterschool programs taught in the district solve the problem of driving to a regional superintendent's office or
back to the university, but many first-year teachers can
not attend because they are spending their afterschool hours coaching or sponsoring activities. Some
teachers report that paperwork and lesson planning
take up so much of their time that attending an afterschool session is impossible. The best attendance for
after-school sessions occurred when the sessions met
from 4:30 to 8 p.m. , with a nice evening meal included.
This structure was used in one Educational Service
Center . Teachers also seem to prefer Thursday
evenings, since the next day is Friday and then they
can catch their breath over the weekend.
Saturday morning programs have been marginally
successful as well . Many Saturday-morning participants said that they enjoyed a morning program and
enjoyed going to lunch and shopping afterward with
other new teachers. Others have reported interest in
the offerings if they were ANY time other than a Saturday AM! With both after-school , evening, and Saturday
programs , food and beverages with caffeine are
musts. When the programs are offered as a series, the
most dedicated attendees are those who have the
option of attending for one hour of graduate credit.
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Offering graduate credit often helps new teachers to
move up on the district salary schedule , and it is a
good way to recruit teachers into master's level programs at the university.
A Model Program

While learning what does not generate a lot of participation, we are also finding out what does work.
Since 1991 the College of Education and Professional
Studies at Eastern Illinois University and the Mattoon
Community School District have worked collaboratively to implement a model induction program for newlyhired teachers. The program has three element: 1.) a
series of five half-day inservice programs for all teachers new to the district, 2.) experienced, veteran teachers who volunteer to serve as mentors to the new
teachers, and 3 .) a district-wide consultant who
observes the new teachers non-evaluatively in their
classrooms.
The program is successful for many reasons. It
was designed by a teacher and an administrator, with
the College of Education and Professional Studies
serving as a consultant and provider of inservice seminars. The teachers are continually asked to evaluate
the program and their input is used to further refine the
program offerings. The newly-hired teachers are paid
for attending sessions before the start of the school
year and receive release time for attending during the
school year. The program is professional in nature,
with refreshments and meals provided . The seminars
are provided on-site, in an administrative board room
in the district, so teachers have a very short distance
to travel. The mentors receive training in how to develop a mentoring relationship and in how to coach a new
teacher to success. The district-wide consultant is a
retired teacher who is extremely adept at helping
teachersto improve their teaching behaviors. The
assistant superintendent of the district coordinates the
program and makes all the arrangements so that the
program runs smoothly.
The Mattoon program provides excellent opportunities for research, since it is ongoing and geographically close to the university. During the 1994-95 school
year teachers in this program and at two other sites
participated in survey research dealing with the confidence levels of beginning teachers. The results of this
survey indicate that teachers reported more confidence on certain topics at the conclusion of their participation in the induction seminar series.
Conclusion

The first year of teaching provides many "teachable moments" because suddenly the newly-hired
teacher has assumed all the regular duties and
responsibilities of a veteran teacher. Beginning teachers ask a myriad of questions and seek hands-on,
realistic answers to their questions. The experiences
of first-year teachers will shape their views of the
teaching profession and influence their careers greatly.
We are learning that new teachers are seeking
assistance "in doing their increasingly difficult jobs"

(Current Events , 1995) . We know that all beginning
teachers will experience some struggles as they
become established , yet they should not struggle
needlessly. A planned induction program will help
beginning teachers to make the transition from student
of education to practicing teacher. Beginning t~achers
need to feel support from school administrators , colleagues , and yes, their college of graduation - a safety
net of sorts. With this safety net, the new teachers can
grow as professionals, trying new strategies and building their teaching repertoires. Everything that we learn

from one generation of beginning teachers can help us
with the next generation of teachers. After all , "Teaching is a gift - pass it on. "
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Educators have echoed a concern that beginning
teachers do not consistently implement philosophies
and strategies to which they have been exposed during their years of preparation . For example , after
reviewing completed surveys from over 40 new teachers , Daves, Morton, and Grace (1990) conclude that
"novice teachers are not employing the reading
instructional practices which are being cultivated in
undergraduate reading courses" (p. 30) . To at least
partially remedy this situation , the authors contend that
faculty must continue to increase their own visibility
outside the university classroom in order to promote
current research that outlines the most effective ways
to teach .
Perhaps one means by which college-based educators can reach beyond their classroom and , at the
same time, influence future teachers occurs during the
internship, or student teaching experience . This article
centers around the exploration of ways in which educators at the college level can provide scaffolding for
interns in the design and implementation of effective
teaching , with a specific focus on the use of thematic
instruction within the reading curriculum. The importance of thematic instruction in today's school rs
reflected in the assertion by Lipson , Valencia, Wixson,

and Peters (1993) that curriculum integration could be
viewed "as a vehicle for significantly reshaping the
nature and content of schooling" (p. 252). Lapp and
Flood (1994) urge teachers to use a thematic
approach to encourage student responsibility in the
learning process and facilitate connections between
the school and the world around them . According to
Thompson (1991 ), integrated units of instruction foster
authentic assessment, a sense of community, and the
formation of relationships between ideas. This paper
specifically addresses the following : How can the college supervisor encourage student teachers to try out
innovative teaching practices? What questions ,
prompts, encouragement, reminders , and support can
be offered to student teachers when they attempt
something new and , perhaps, difficult? What quidelines allow for flexibility and success?
Through this article you will be introduced to Darlene and marvin, two student teaching interns. You will
also meet their cooperating teachers , Jeff and Lisa. In
a case study approach, contemporary events that do
not require control over behavioral events are investigated . Researchers address questions such as "how"
and "why" in the natural setting in an attempt to understand the event and inform future projects (Yin , 1989;
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Lincoln & Guba, 1985). In both case studies, we will
explore how these teaching teams collaboratively
design and implement thematic units of instruction during the internship. You will learn the roles that the
cooperating teachers played and the key characteristics that made the situation successful. Their stories
offer two models by which student teachers are able to
implement thematic instruction during their internship.
The two patterns are by no means exhaustive , but
demonstrate the potential flexibility available to college
supervisors as they support interns in implementing
thematic instruction . Based on the experiences of the
interns, cooperating teachers , and college supervisors,
we will extend concluding remarks that serve as a
guideline for college educators as they provide scaffolds for future classroom teachers.
Undergraduate Education and Experiences

For both Darlene and Marvin , undergraduate
coursework included a sequence of classes typically
found at most institutions with certification programs.
Foundation courses consisted of "Human Growth and
Development," "Introduction to Education, " "Educational Psychology," and "Introduction to Special education. " In connection with these courses, students com pleted at least 100 hours of clinical experience in the
schools. The pre-student teaching hours ranged from
observation to participation in the teaching process .
Students were also required to take a three -credit
course entitled "Teaching Reading in Grades K-9" as
well as four additional one-credit methodology courses
in teaching language arts, social studies, mathematics,
and science.
Within the reading methods course, students were
exposed to the underlying philosophy and reality of
planning thematic units through a variety of experiences - readings , discussions led by the professor,
and a presentation by a classroom teacher. The readings provided a rationale for an integrated curriculum
and gave specific examples of how teachers construct
and use unites designed around a topic. The discussion that followed the reading allowed students to
explore their thinking ad ask questions. Theme planning guides were distributed by the instructor along
with guidelines for assessing integrated instruction.
In addition, a classroom teacher was invited to
share her experiences of planning and implementing
thematic instruction. She described an existing unit,
took the students through her planning and decisionmaking process , and explained a typical day in her
classroom. Through the use of overheads , made from
pictures taken of her students as they completed activities associated with the thematic unit, college students
were invited to "observe" her classroom . Finally, she
led the students through a critique of available published guides that corresponded with her unit topic .
Again through overheads , she analyzed reproduced
pages and invited students to join in the assessment
process.
As a culminating project for the methods course ,
each student designed a thematic unit. Students
selected the topic, brainstormed possible activities ,
decided which projects to include in their unit, chose
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appropriate materials, and designed an assessment
tool. The project was initiated so that students might
vicariously experience the process that teachers use in
their classrooms.
Thus, at different points in their education , including coursework and related activities , both Darlene
and Marvin had been exposed to and learned about
the benefits and use of thematic units. Both were
ready to begin student teaching in fourth-grade classrooms and had completed three and a half years of
undergraduate education at a local liberal arts college.
Their stories illustrate two unique situations in which
each was able to plan and put into use a thematic unit
of instruction.
Team Teaching: A Joint Effort

Marvin was eager to put into action some of the
strategies he has learned . He had a tremendous
amount of background , interacting with children both
as a teacher aide in various classrooms and as a summer camp counselor . His conduct with students
seemed natural , reflecting positively on his numerous
experiences with children .
Lisa, with seven years of experience, had taught in
a variety of grade levels and locations. Her first teaching position was in a first-grade classroom in the midwest and , after three years at that level, she moved to
the west coast where she took a second/third com bined-grade position . She also taught first grade
before returning to the midwest to accept her present
fourth-grade teaching job. Lisa had used thematic
instruction at each grade level and asserted that this
experience provided her with the necessary skills and
ability to plan integrated units of instruction. Currently
at the fourth-grade level , she coordinated the thematic
units with the required curriculum.
Marvin and Lisa jointly decided that Marvin would
begin a thematic unit in his first week of teaching . The
three-week theme coincided with a unit in the required
social studies textbook on World War II. Together they
introduced the unit and team taught during the first
week. As Marvin gained more exper ience , Lisa
allowed him to complete more of the activities independently. By the end of the three-week unit, Marvin
had primary responsibility for the teaching and evaluation. Thus, Lisa and Marvin together planned the unit
and initiated it during the first week of the internship.
The collaborative nature of the teaching granted Marvin an opportunity to observe Lisa and learn from her
and , yet, be an active participant in the instructional
process .
The three weeks of the unit went quickly. Because
he had not followed the lesson hierarchy as prescribed
in the textbook, Marvin experienced some difficulty
estimating the time that it would take to accomplish
activities. After a period of observation , the college
supervisor found that it was necessary to take time to
listen , offer some advice , and encourage Marvin.
Although these are typical responsibilities , it seemed
that the need was accentuated by the nature of a nontraditional , thematic unit.
Certain key characteristics can be highlighted .
Lisa brought a great deal of experience with integrated

instruction to the situation . Additionally, she was ready
to provide support for Marvin in his initial attempts.
These aspects provided a certain amount of enthusiasm and impetus to initiate the venture. Accordingly,
Marvin and Lisa jointly designed and put into use an
integrated unit of instruction. Due to these features ,
the role of the college supervisor was essential but
also supplemental to the function that Lisa played in
assisting Marvin.

needs, and the demands of the classroom.
In this case, the role of the college supervisor was
modified so that recommendations were given to both
Darlene and Jeff. Jeff and the college-based educator
discussed the nature of integrated instruction and
ways in which Darlene's projects fit into the required
curriculum . With Darlene, discussions centered around
the difficult task of evaluating the activities and providing Jeff with the needed assessment information .

Supported, Yet Solo: On Her Own

Guidelines

Darlene's cooperating teacher, Jeff, had five years
of experience and was acquainted with thematic
instruction through courses that he had taken for his
Masters Degree. He had not yet implemented that
method of instruction but acknowledged that there
were many benefits to designing an integrated unit.
Jeff and Darlene mutually agreed that Darlene
would first gain a few weeks of teaching experience
using Jeff's lesson plans. Following his plans and the
suggested sequence in the reading textbook, she
gained confidence. After observing Darlene in her first
weeks of student teaching , Jeff gained evidence that
Darlene was informed and able to plan a thematic unit,
and was, therefore willing to allow Darlene the room to
do so. Jeff, therefore, granted permission and gave his
endorsement to Darlene's idea for a unit on farming
across the curriculum .
Jeff explained that he "wanted to give her [Darlene] some freedom because I knew that she wanted
to do some different things. I didn 't want to tell her
what to do but I wanted to give her freedom. Everyday
I'd kind of check what she was doing. I made a lot of
things available to her." Jeff permitted Darlene to make
some of her own choices and at the same time provided support. He added that he felt it important to inform
Darlene "that she didn't have to teach exactly the way I
did. She was free to do different things and she did a
lot of different things. "
When looking at the two case studies , Darlene's
experience stands in contrast to Marvin 's. At first
glance , it seemed that Darlene would not have the
opportunity to design and initiate a thematic unit. With
a cooperating teacher who had not previously implemented integrated instruction , it might be inferred that
he would not allow room for innovation. Yet, Darlene's
initial weeks of teach ing demonstrated to Jeff her ability to plan , provide instruction, and communicate with
students. Thus , the cooperating teacher's previous
experiences did not impede the intern's attempts to
use thematic instruction . Darlene, through her demonstration of expertise and ability to teach , along with
Jeff' s knowledge of thematic instruction , paved the
way for a successful integrated unit.
Further, Darlene felt that her initial experience
using Jeff's lesson plans and the sequence as sug gested in the textbooks gave her confidence. She
reflected , "I think that it would have been too hard to
jump right in there with a thematic unit. I was glad that
I worked with the students for a couple of weeks so I
could get an idea of what they were doing." The initial
time in the classroom provided Darlene with the opportunity to gain knowledge about the children , their

Noe (1994) asserts that we "must embrace a more
cohesive thematic approach to teacher education and
adapt how we teach to more closely fit what we teach"
(p . 54) . We agree that eduction departments at the
undergraduate level must explore the implementation
of integrated methods courses , but propose that the
emphasis on thematic units of instruction extends
beyond the university classroom to the student teaching experience . In order for college supervisors to provide support for interns, we offer the following guidelines.
1. It is crucial that the intern teachers have previous knowledge of designing and implementing thematic units. The scaffolds do not begin at the commencement of student teaching . Important information , which
includes readings , class discussions, observations ,
and presentations by teachers, forms a foundation for
implementing integrated instruction during student
teaching . The groundwork must be laid prior to the fulltime teaching commitment that is a part of the internship. It also allows future teachers to begin to develop
an image of what types of activities and projects might
be developed in their own classroom
2. It is necessary to allow the cooperating and
intern teachers to jointly negotiate details such as the
initiating date, length of the unit, and assessment of
both the students and the unit itself. The varying characteristics of the classroom-teacher experience with
integrated instruction , use of previous units, grade
level , experience of the student teacher - dictate this
shared decision . Because of the varying nature of
these characteristics , there probably is no one correct
method in which to implement a thematic unit during
the internship.
It seems best that the college supervisor's request
that a student teacher plan and use a thematic unit not
be imposed on cooperating teachers . If that were to
happen, then the input and authority of the classroom
teacher would be decreased or even removed. Rather,
it appears crucial to allow the classroom and future
teachers to jointly negotiate the process. This process
gives ownership and responsibility to the two educators - cooperating and student teacher - and fosters a
collaborative spirit.
3. The college supervisor's role should include
the ability to provide supplementary information and
support. The function of the college supervisor is flexi ble and must be accommodated to match the situation!
Although this scaffolding process varies according to
individual needs , it is an essential part of the process
when moving from the traditional textbook to a selection of alternate materials and strategies. While the
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cooperating teacher supplies much of the day-to-day
feedback and reassurance, the college supervisor,
knowing that his effort represents an initial endeavor
into thematic teaching , can listen , suggest materials
when relevant, and support the venture.
The scaffolding is actually provided to both the
cooperating teacher and the intern. The college-based
educator cannot assume that teachers have current
and adequate knowledge or that they advocate use of
an integrated curriculum . Thus, as in the case with
Darlene , visits to observe the intern may include conversations with the cooperating teacher about the
nature of thematic instruction and responses to specific questions about the implementation process.
Because many decisions about planning, time, and
resources are already determined with the use of a
textbook, when an intern departs from the standard
text and designs a thematic unit, these aspects take
on additional significance and force the intern to make
decisions. The scaffold is provided via support ,
encouragement, and suggestions.
4. Both Marvin and Lisa knew that they were not
alone in their attempts to implement integrated units of
instruction. Peer support granted both inspiration and
reassurance. During the student teaching semester, all
interns met on the college campus once a week to discuss their experiences or hear from other educators.
at least part of this time allowed the student teachers
who were implementing thematic instruction an opportunity to share and encourage each other. conversations with other interns ranged from a search for materials , to an elaboration of dilemmas that rose , to celebrations of success. Having fellow students in similar

situations enabled Marvin and Darlene to experience
and give encouragement.
All the educators involved - Darlene , Marvin, Lisa,
Jeff, and the college supervisors - reflected on the
positive experiences and agreed that the children benefitted from the thematic instruction. Although this article focused on two case studies and the scaffolds provided by college supervisors, we must not lose our
focus on the students who were in the classrooms .
Thematic instruction has the potential to provide learning experiences for the children; student teachers
have the opportunity to make their initial investigation
into the organization and use of themes with support
from cooperating teachers and college-based educators.
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Readers familiar with the history of the curriculum
field recognize the title of this article as an inversion of
Ralph Tyler's Basic Principles of Curriculum and
Instruction . Several aspects of the Tyler rationale
(1949) still deserve our close attention. Witness, for
example, Tyler's emphasis on curriculum integration, a
position many theorists and practitioners are embracing today. His chapter on evaluation speaks to the
need for a variety of techniques that go beyond paper
and pencil tests. Efforts to introduce portfolios and
authentic assessment are consistent with the views
Tyler advanced at mid-century.
Curriculum writers continue to point to Tyler's volume as embodying the reigning paradigm in curricular
practice (Jackson 1992, McNeil 1990, Kliebard 19986,
1970). His familiar four step process of developing
objectives, devising activities to help learners meet the

objectives , organizing these experiences, then evaluating how well learners have mastered the objectives
remains the framework of choice for many curriculum
developers. Alternatives come and go without putting
much of a dent in the Tyler rationale. It remains as
strong today as ever.
But I have come to invert the model, not to praise
it. Despite occasional agreement, I see the Tyler rationale as fundamentally flawed. This approach no longer
serves us well , if it ever did: we need a new order as
we look toward the 21st century.
The first thing we have to get rid of is Tyler 's
notion of linearity. In practice, we do not think of objectives, then develop learning experiences to meet those
objectives, as current textbook writers continue to contend (Passe 1995). Rather, both concepts flow together. I'm tempted to use a term like "instruculum" or "curriction" as a more accurate reflection of how our thinking often goes, but such gimmickry isn 't the answer.
William Pinar (1975) tried an end run of a different sort
several years ago with "currere," an invention that continues to fascinate some scholars but has had little
lasting effect. Pinar admits that while academics have
"reconceived" the curriculum field , these ways of thinking about curriculum have not made their way into elementary and secondary classrooms (Jackson 1992).
Getting beyond linear thinking is extremely diffi cult, so an exercise that is still step-by-step in nature is
worth a try. What may help jolt us out of our lazy pattern of curriculum development is a reversal of the
terms curriculum and instruction. How many hundreds
of times have we heard those terms in that order? The
phrase "curriculum and instruction" is an example of a
linkage that has become embedded in our educational
consciousness. What if we try thinking in terms of
instruction and curriculum?
I stress that this is an exercise. As I said , I reject
Tyler's linearity as an overly simplified reflection of the
way our thinking goes, but I'm willing to try this out as
an attempt to arrive at something more profound .
Reordering curriculum and instruction to instruction
and curriculum is still linear, but it may prove helpful.
Does the order really matter, or is this a distinction
without a difference? Is "curriculum and instruction" or
"instruction and curriculum " like "bacon and eggs" or
"eggs and bacon ," with the order of no importance
whatsoever? A helpful analogy is the question existential philosophers have posed , "does essence precede
existence or does existence precede essence?" Their
answer to that question , that existence precedes
essence , is fundamental to existential philosophy
(Angeles 1981 ). The discussion that follows demonstrates that putting instruction before curriculum is a
significant distinction for those of us who think about
education.
Tyler 's structure encourages the kind of "top
down" processes that have plagued education in the
last half of the twentieth century . Efforts to involve
teachers and students in the planning process are to
be applauded , but those farthest away from the students - the "experts" in the field , the test makers , the
textbook publishers , or the legislators, to give just a
few examples of those most removed - still make most

of the decisions about what should be taught and how
the evaluation process will go. Teachers, near the bottom of the process - students, of course , wallow at the
very bottom - are allegedly free to use a variety of
instructional techniques to accomplish the prestated
objectives, but only the very best teachers seem able
to make their classrooms come alive in this kind of suffocating structure. Pressures are so great to cover a
set of objectives and prepare students for standardized tests that it is difficult for many of us not to succumb (McNeil 1990).
We must restructure our thinking so that the vast
majority of us - all of us who are good teachers but
are held back for reasons we can 't always articulate are allowed to help students come alive in our own
classrooms. If we theorize about instruction before we
worry about "objectives" or "outcomes" or standardized
test scores. - if we really think about what takes place
in the classroom , what should take place, what works,
what gets kids interested , what gets them inquiring ,
asking questions , debating with each other, and fully
engaged - we have begun to restructure our thinking
in ways that can make a difference.
Let's restructure and restate Tyler's first two questions. Let's begin with: 1. Based on my experience in
the classroom , or on the experience of those col leagues I trust , what activities , what lessons , what
combination of processes , what learning experiences
are most likely to get my students excited , interested ,
confident, self aware , curious , and alive about learning
(Armstrong 1994). This must be our first question and
our main question . This must be the place we do our
very best thinking . This is beginning our inquiry with
instruction , and rests more on the work of John Dewey
rather than the work of Ralph Tyler.
An example of how this can work was shared with
me by a group of middle school teachers. In the Spring
of each year, this group of teachers got together to
place rental orders for educational films , mainstream
movies and videos for use the following year. typically,
they would go down the list of objectives to be covered
and choose films that showed promise of helping to
meet those objectives. After discussing the idea of
thinking about instruction before curriculum, they
scanned the list of available films and compiled their
requests based on the quality of the films themselves,
selecting those that promised the best learning experiences for their students. Only then did they categorize
this list according to objectives to be covered , discarding a few films that they could not fit in. They reported
that they came up with a more interesting set of films ,
and that they enjoyed their yearly selection process
more than in previous years.
In one sense , we know that objectives and outcomes and tests and accountability exist, but we are
suspending concern with these for the time being . We
are focusing on the immediate environment of the
classroom as a first step, knowing that other concerns
exist, but letting them linger, choosing not to deal
directly with them just yet.
In another sense - and perhaps this might most
accurately portray how our thinking goes - as soon as
we think about instruction we automatically think about
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curriculum , and vice versa. As experienced teachers
know and first year teachers learn , when we think of
the "how" the "what" is already present (Kines 1995).
Instruction and curriculum might very well be a single
concept that we have artificially broken in tow. But for
the time being , until we can truly evolve into more
wholistic conceptualizations about the process , let's
see if the reversal of order leads us to new recognitions.
Tylerians might argue that we are still beginning to
state objectives - still beginning with curriculum - and
that the objectives are developing a positive attitude
toward learning , exhibiting curiosity, or enhancing self
concept. I don 't buy that. More accurately , this is
beginning the process with a significantly different version of Tyler's question two: selecting educational
experiences that are worthwhile in and of themselves,
not because they are aimed at some artificial objective.
The process must not end with our new question 1
on instruction, of course. We must proceed to a new
question 2: what outcomes , desirable and otherwise ,
are likely to result from student engagement in a given
activity? If this is an activity one has used before , the
likelihood is that predictions of this sort can be made
fairly accurately. It is at this point that discussion of the
purposes , goals and objectives of the district, state ,
President of the United States , or Ralph Tyler can
ensue. If we have a match between an activity that students enjoy and the desirable objectives developed by
whomever, a program is beginning to take shape.
Importantly, this does not mean we automatically
discard those activities which do not necessarily result
in some desired outcome as determined by a group of
experts far removed from the situation. The activity
might be worthwhile for its own sake ; the activity might
result in outcomes that indeed should be specified by
all-knowing outside bodies ; or the outcome might be
one of those awkward kind that can 't easily be measured. The compromise is that at least some of the
activities , in each grade level, in each subject, should
result in outcomes deemed desirable by higher powers . And students can share in this compromise.
Tyler's third and fourth questions on organization
and evaluation now presents new opportunities. Organizational patterns flow from the activities and become
liberating rather than confining . We need order and
structure, but we need to be part of the formulation of
the patterns that guide us. We can organize our presentations according to our own classrooms rather
than a distant list of goals and objectives. Since our
purposes and patterns have flowed quite naturally from
the experiences themselves, Tyler's question on evaluation can also be reconfigured. What we now have to
do is check the match between that which flows from
experience and the prestated goals of the commissions , the legislators , and the test-makers . To the
extent we have agreement, fine.
But we 're not likely to have complete agreement.
We've seen over time that the tests and test makers
might in many cases be the tail wagging the curriculum
and instruction dog. If we aren't careful , evaluation can
wag the dog even if we reconstruct our dog as instruction and curriculum . How can we have exciting ,
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provocative , and productive classrooms and still show
up with glowing numbers on the tests some people we
don't even know want our students to take?
Our focus must be that excited , curious , and
engaged learners are ultimately meeting the pre ordained objectives . But they 're doing it - assuming
the objectives are any good - in the context of an interesting task, and only tangentially because these are
the same objectives that have been picked apart and
particularized by the group of experts down the road.
Do you know of teachers who have to turn in lesson plan books to the administration? Do you know of
some of these teachers who write up the objectives
and the plans after the fact , after the lesson has
already taken place? Are you one of those teachers?
Is this dishonest? I think not. I think this is the real
world realization that instruction precedes curriculum .
Let the experts continue to think about curriculum
and instruction in that perverted order. Many of us
know better : instruction and curriculum is one enchilada, and the enchilada is "teaching. " True , given the
current climate emphasizing objectives and standardized tests, the teacher who thinks first about instruction
takes a leap of faith that curious , engaged , and excited
learners will be successful on tests the experts have
created . But it's not just faith. We know our students
will succeed . We know that if good things are happening in the classroom , the desired outcomes will emerge
from the activity. Maybe instruculum is not such a bad
term after all.
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